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This study sought to describe the status of English teaching in 
Louisiana public secondary schools. Specific questions to be answered 
were:
1. Have English teachers pursued formal studies in English 
revisions?
2. Have revisions in English been incorporated in Louisiana 
public secondary schools?
a. Were English teachers employing revised knowledge in the
classroom?
b. Were English teachers employing revised methodology in 
the classroom?
c. Were English teachers utilizing teaching machines, 
programmed texts, team teaching, and other innovations in the class­
room?
This study was limited to the status of English teaching in 
grades 9 through 12 of Louisiana public secondary schools for the 
1974-75 school year.
Data were obtained from a questionnaire compiled from a study of 
professional literature published from 1952 to 1973. These data were 
validated by the State Supervisor of English and Language Arts and by 
six Louisiana college or university English department chairmen. The 
questionnaire consisted of questions on professional training, 
curriculum, and innovations. Questionnaires were issued to 2,135
xiii
ninth, tenth, eleventh, and twelfth grade teachers who taught one or 
more English courses in 443 public secondary schools organized on a 
9 through 12 or a 10 through 12 grade basis as published in the 
Louisiana State Department of Education 1974-75 School Directory, 
Bulletin No. 1231. Data were collected from 1,552 questionnaires 
received from 60 public school systems; 488 questionnaires from 302 
schools with an enrollment of less than 500 students; 415 question­
naires from 62 schools with an enrollment of 500 to 1,000 students, 
and 649 questionnaires from 79 schools with an enrollment of more 
than 1,000 students.
More than 50 percent of the Louisiana public secondary teachers 
who participated in this study had engaged in inservice education; had 
completed courses in English revisions; had integrated literature, 
composition, and language instruction; had allotted more time to 
literature teaching than to composition and language teaching; had been 
provided with a printed curriculum guide which included subject matter 
recommendations for literature, composition, and language teaching; had 
been hindered by a lack of financial assistance to implement changes 
in English programs; had expected changes in English programs in the 
schools in which they taught within the next three years; had incor­
porated traditional knowledge in literature and composition teaching; 
had employed traditional methodology in literature and composition 
teaching; had incorporated revised knowledge and had employed revised 
methodology in language teaching; and had employed teaching aids.
More than 50 percent of the Louisiana public secondary teachers 
who participated in this study reported that the schools in which they 
taught had employed innovative patterns; innovative techniques;
xiv
variations in the use of staff; and variations in grouping in English 
departments.
Less than 50 percent of the Louisiana secondary English teachers 
who participated in this study had incorporated concepts learned from 
courses stressing revisions; had made use of comprehensive final 
examinations to measure students' progress toward the objectives of the 
program; and had taught a class primarily from programmed materials.
Less than 50 percent of the Louisiana public secondary school 
teachers who participated in this study reported that the schools in 
which they taught had employed variations in scheduling and use of time, 
clerical assistants, lay readers, and television teaching in English 
departments; had combined English curriculums with other school 
curriculums; and had offered specialized electives which could be 
employed to satisfy graduation requirements in English.
It is recommended that English teachers keep abreast of revisions 
in English programs to have a repertoire from which to draw to meet the 





A study of professional journals for teachers of English revealed 
numerous articles which indicated that widespread revisions have 
occurred in the content and teaching of English (Evans and Walker,
1966; Squire and Applebee, 1968; and Farrel, 1971). One might be led 
to believe that entry into secondary schools throughout the United 
States would reveal instruction in English quite different from 
that of past years.
Taking a leadership role to update the teaching of English, 
the Commission on the English Curriculum of the National Council 
of Teachers of English (1952 and 1956) published two volumes to 
change the direction of English teaching. Its 1952 publication in­
sisted that English instruction reflect the student's life outside 
the school. A further shift in direction was indicated in the 
Commission's 1956 publication. The departure from the emphases on 
the teaching of English as a subject determined by the needs, inter­
ests, and abilities of the learner was evident in the Commission's 
insistence that instruction be related to the unique characteristics 
of English as a discipline. Russia's launching of its Sputnik on 
October 4, 1957 caused the question of quality in American education 
to become a national concern. National leaders in the teaching of 
English organized to re-examine English instruction. A committee
1
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comprised of twenty-eight national leaders, representing the American 
Studies Association, the College English Association, the Modern 
Language Association of America, and the National Council of Teachers 
of English,held a series of meetings throughout 1958 to study the prob­
lems of teaching English to improve English instruction. This 
Committee (1958) added momentum to the call for revisions in the 
teaching of English. It stressed that English had a subject matter of 
its own. English was not a group of skills underlying the rest of the 
school's curriculum.
With the publication of Bruner's book The Process of Education 
(1960), English instruction again changed direction. English teachers 
were now challenged to discover the structure of English. Bruner's 
thesis "every subject has its unique structure and the easiest and 
most effective way to learn a subject is to grasp its structure" laid 
the foundation stone for building a new English.
Evans and Walker (1966) held the view that the English teacher 
sampled an array of innovations, new methodology, and new knowledge in 
the field of English. Discoveries in linguistics and grammar; changes 
in methodology; additions to curriculums; use of teaching machines, 
programmed texts, and team teaching; and interdisciplinary commitments 
to teacher preparation and the teaching of English indicated that 
revisions had occurred in the content and teaching of English.
It was with this view in mind that this study was undertaken to 
ascertain and highlight revisions in the teaching of English in 




This study sought to describe the status of English teaching in 
Louisiana public secondary schools. Specific questions to be answered
were:
1. Have English teachers pursued formal studies in English 
revisions?
2. Have revisions in English been incorporated in Louisiana public 
secondary schools?
a. Were English teachers employing revised knowledge in the
classroom?
b. Were English teachers employing revised methodology in 
the classroom?
c. Were English teachers utilizing teaching machines, 
programmed texts, team teaching, and other innovations in the classroom?
Delimitations
This study was limited to the status of English teaching in grades 




Revised Knowledge in Literature: the inclusion of content focusing
on the intensive study of some element common to several pieces of 
literature or the intensive study of a single work to gain insight into 
literature itself.
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Revised Knowledge in Composition: the inclusion of content
involving the exploration of ideas; the identifying of assumptions and 
the testing of their validity; emphasis on semantics and levels of usage, 
the logic of the sentence as a vehicle for generating thought, the 
processes of induction and deduction and the difference between state­
ments of fact and opinion; and emphasis on prewriting activities.
Revised Knowledge in Language; the inclusion of content involving 
theoretical considerations about the nature and structure of language, 
its history, and its variations.
Revised Methods in Literature: to teach each piece of literature
as a work, sui generis; to attempt to discover the structure of each 
work studied (structure as external form, structure as recurrent theme, 
and structure as matrix).
Revised Methodology in Composition; to teach composition as an 
integrated process whereby the student is led to discover how the 
sender's experiences affect the form and content of the message he sends 
and how the receiver's experiences affect the way he decodes and inter­
prets the message; to prepare the student to choose words and selection 
of mode of expression from the standpoint of purpose, audience, and 
effect.
Revised Methodology in Language; to teach language as a tool 
which the student can manipulate and change to suit his needs at a 
particular time in a particular context; to teach grammar in the context 
of the student's own language with emphasis on discovering what recurrent 
patterns are habitually used and what alternative patterns are available; 
to help the student discover what language is, how it works, how it 
changes, and h°w it relates to the individual as he attempts to find and
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express meaning in his world; to teach the student to create and build 
sentences, not to tear sentences apart; to teach literature and composi­
tion as functions of language.
Innovations: employment of audio-visual equipment, variations in
the use of staff, variations in scheduling and use of time, and varia­
tions in grouping.
Audio-Visual Equipment; use of phonograph, library of recordings, 
filmstrip projector, motion picture projector, opaque projector, over­
head projector, tape recorder, television, reading accelerator, and 
teaching machine.
Variations in Use of Staff; use of paraprofessional help (clerical 
assistants and lay readers); television teaching (closed circuit or 
educational television, kinescopes, broadcasts of special programs, and 
videotapes); telelecture; programmed instruction, and team teaching.
Variations in Scheduling and Use of Time; groups (instruction 
divided into small group and large group sessions, seminars, and periods 
for independent study); modular scheduling; occasional lengthened 
periods; availability of reading rooms, writing laboratories, and 
instructional materials center with carrels for independent work; in­
dependent study program; and semi-independent study program.
Variations in Grouping: use of track programs to classify
students; ungraded teaching; ungraded electives offered in addition to 
specified or basic course offerings; a single class for 9, 10, 11, and 
12 grade students; release of students into ungraded classes in art, 
social studies, and other related subjects; involvement of college or 
university instructors; student enrollment for credit courses in college; 
students permitted to elect English courses; resectioning of students
6
every semester or haIf-semester or regrouping more frequently; students 
assigned to two or more English teachers; program in the humanities.
Status: revisions in knowledge and methodology, the addition of
innovations in the teaching of English, and English teachers' familiar­
ity with revisions and innovations.
Importance of Study
This investigation was important for the following reasons:
1. A study of the status of English teaching in Louisiana public 
secondary schools will provide data to improve the quality of present 
English programs and serve as a guide to develop future programs.
2. No data were available for local school supervisors, princi­
pals, and English teachers to compare English programs with other 
English programs throughout the state.
3. A need existed to study English programs to discover areas
that may be over or under emphasized.
4. A need existed to provide the lay public with data on the
status on English teaching in Louisiana public secondary schools.
5. This study may serve as a point of departure for others who 
may undertake studies related to this general area.
Procedure
The following steps were used to complete this study:
1. A letter was mailed to the National Council of Teachers of 
English, Urbana, Illinois, requesting assistance to locate authorita­
tive sources. The National Council of Teachers of English responded by 
submitting: (a) a brochure on the history of the organization and its
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objectives; and (b) a brochure entitled Resources 1971-72, which listed 
publications sponsored by the National Council of Teachers of English.
A copy of this letter appears in Appendix A.
2. A questionnaire compiled from a study of professional litera­
ture published from 1952 to 1973 was composed. A copy of this question­
naire appears in Appendix B.
3. A letter requesting assistance to compile a mailing list of 
English teachers of Louisiana public secondary schools organized on a 9 
through 12 or a 10 through 12 grade basis and to assist in the valida­
tion of the questionnaire was mailed to the English Language Arts 
Supervisor, Louisiana State Department of Education. The state super­
visor of English and Language Arts agreed to assist in validating the 
questionnaire. In lieu of assisting in the compilation of a mailing 
list, the state supervisor of English and Language Arts suggested: (a) 
that all superintendents be requested by letter to grant permission to 
conduct the study to avoid distortion of results; and (b) that super­
visors of English or Language Arts (or a person designated by the 
superintendent) be requested to distribute, collect, and return 
questionnaires. These suggestions were approved by the writer's major 
professor. A copy of this letter appears in Appendix C.
4. A letter requesting assistance to validate the questionnaire 
was mailed to the chairman of each English department of the thirteen 
Louisiana colleges and universities. Eight of the thirteen chairmen 
responded positively. Five chairmen did not respond. A copy of this 
letter appears in Appendix D.
5. A copy of the questionnaire was mailed to the state supervisor
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of English and Language Arts upon notification of pretesting assistance. 
The state supervisor of English and Language Arts suggested that the 
term "revision" be employed rather than the terms "reform" or "new."
This suggestion was approved by the writer's major professor.
6. A copy of the questionnaire was mailed to the eight college 
English department chairmen who agreed to assist in the pretesting. Six 
of the eight questionnaires were returned. Two respondents offered 
suggestions for improvement; four respondents approved the questionnaire 
as presented: (a) English personnel from Southern University, New
Orleans, Louisiana, suggested that consideration be given to including 
the response "none" or "not applicable" to specified questions to facil­
itate responding; (b) English personnel from Louisiana State University, 
Baton Rouge, suggested that: (1) caution be employed in the use of the
terms "reforms" and "new" and in the selection of sources used to 
define English reforms; and (2) that changes be made in question 
number 2, page 1, by rewording the question to read; "completed a 
course" in lieu of "studied this area." These suggestions were approved 
by the writer's major professor. (c) English personnel from Nicholls 
State University; Southern University, Baton Rouge; Northwestern State 
University; and the University of Southwestern Louisiana approved the 
questionnaire as presented.
7. The superintendent of each school district was requested by 
letter to grant permission to conduct the study. If permission was 
granted, the superintendent was requested to assign the English super­
visor or a designate to distribute, collect, and return the question­
naires, A copy of this letter appears in Appendix E.
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8. Questionnaires were mailed to the participating English super­
visors (or the persons designated by the superintendents) to be distri­
buted to English teachers of the public secondary schools (organized on 
a 9 through 12 or 10 through 12 grade basis as published in Bulletin N o . 
1231 of the Louisiana State Department of Education 1974-75 School 
Directory) in which the superintendent had granted permission to conduct 
the study.
9. Copies of the questionnaires mailed to the English supervisors 
or designees included letters explaining that the superintendent 
endorsed the study and requesting cooperation from the supervisor, the 
principal, and the English teachers. A copy of each of these letters 
appears in Appendix F, G, and H.
10. Person-to-person telephone calls were made: (1) to super­
intendents to encourage positive response to granting permission to 
conduct the survey and to assigning English supervisors to coordinate 
the handling of the questionnaires; and (2) to supervisors or designees 
to encourage positive response to cooperate in distributing, collecting, 
and returning the questionnaires.
11. Accumulated data were tabulated by frequency distributions as 
follows:
a. number and percentage of English teachers who had and had 
not pursued formal studies in English revisions;
b. number and percentage of English teachers who did and 
did not incorporate revised knowledge;
c. number and percentage of English teachers who did and 
did not incorporate revised methodology;
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d. number and percentage of English teachers who did and 
did not employ innovations.
12. Data on revised knowledge and revised methodology were 
presented and analyzed in regard to literature, composition, and lan­
guage .
13. Data on revised knowledge and revised methodology were 
presented in the form of summary tables.
14. Data on innovations were presented in the form of summary 
tables.
15. Data were presented in the form of summary tables to illus­
trate the percentage of English teachers familiar with English revisions 
and the percentage of revisions in knowledge, methodology, and innova­
tions employed in the classroom.
16. Data were presented in the form of summary tables to provide 
comparisons of English revisions for each size of school enrollment: 
schools with an enrollment of less than 500 students; 500 to 1,000 
students; and more than 1,000 students.
17. Interpretation of the results then followed.
Sources of Data
Data were obtained from a questionnaire compiled from a study of 
professional literature published from 1952 to 1973. These data were 
validated by the English and Language Arts supervisor, Louisiana State 
Department of Education; and by six of the thirteen chairmen of Louisi­
ana college or university English departments. The questionnaire con­
sisted of 32 questions: 3 questions on professional training; 20
11
questions on curriculum; and 9 questions on innovations. A copy of each 
of these questionnaires illustrating the number of responses from schools 
with an enrollment of less than 500 students, 500 to 1,000 students, and 
more than 1,000 students appears in Appendix I, J, and K. A copy of a 
questionnaire summarizing the total number of responses appears in 
Appendix L. To the 60 public school systems which participated in this 
study, 2,135 questionnaires were mailed: 769 questionnaires were mailed
to 302 schools with an enrollment of less than 500 students; 520 ques­
tionnaires, to .62 schools with an enrollment of 500 to 1,000 students; 
and 846 questionnaires, to 79 schools with an enrollment of more than
I,000 students. Questionnaires were mailed to English supervisors or 
persons designated by superintendents to be issued to 2,135 ninth, 10,
II, and 12 grade teachers who taught one or more English courses in 443 
public secondary schools organized on a 9 through 12 or a 10 through 12 
grade basis as published in the Louisiana State Department of Education 
1974-75 School Directory, Bulletin No. 1231. Data were collected from 
1,552 questionnaires received from 60 public school systems: 488 ques­
tionnaires from 302 schools with an enrollment of less than 500 students; 
415 questionnaires from 62 schools with an enrollment of 500 to 1,000 
students, and 649 questionnaires from 79 schools with an enrollment of 
more than 1,000 students. These data are illustrated in Appendix M.
Minor adjustments were made to the structure of these questionnaires to 
facilitate typing total responses for each question. A summary which 
illustrates traditional and revised literature, composition, and 
language knowledge and methodology appears in Appendix N.
CHAPTER II
SURVEY OF LITERATURE 
The literature pertinent to this study, which discusses teacher 
preparation, curriculum, and innovations, was varied and extensive. 
Literature was therefore classified into four categories: (1)
Historical Development, (2) Curriculum, (3) Innovations, and (4) 
Professional Preparation. An attempt was made to illustrate the 
changes that English as a secondary school subject had undergone; the 
controversies that existed regarding the role of English in the 
secondary school curriculum; the impact that technology had on English 
teaching; and the status of professional training designed to correct 
deficiencies in undergraduate programs, improve continuing education 
programs, and reflect emphasis on competencies rather than on courses 
taken or degrees earned.
HISTORICAL DEVELOPMENT 
Of what use was instruction in the venacular? It had no sanction 
in religious training! It was no mark of gentlemanly accomplishment!
It had no significance to the education of students who sought the 
status of "gentleman" or "minister"! The first schools were therefore 
limited in purpose and curriculum: limited to instructing a few
people and limited to a study of Latin, Greek, mathematics, and formal 
grammar.
That America was comprised of peoples from various nationalities
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who sought a new life for themselves but nevertheless implanted their 
customs, traditions, and institutions in American soil was reflected in 
the early schools; namely, the "Latin grammar school"--the model for 
the earliest American secondary schools. Butts and Cremin's A History 
of Education in American Culture (1953) provided insight into the 
struggles that English had to endure to gain a berth in American curric- 
ulums:
Humanistic interest in the classical languages and literature 
had been the badge of an educated person in Western Europe since 
the time of the Renaissance. Upper-class planters, gentry, and 
officials in America tried to keep this tradition alive by 
cultivating alike the arts of the classical scholar and the 
status of a gentleman. The Latin grammar schools and the 
colonial colleges kept alive this alliance between classical 
scholarship and social status.
The rigidity that characterized American education during the 
colonial period began to diminish as the ideas of "sense realism" began 
to germinate in America in the eighteenth century. Proposals for 
education with emphasis on respect for the "usefulness of knowledge" 
began to grow. "English grammar schools" were organized under private 
auspices to respond to the growing commercial interests of the middle 
class. English grammar emerged as a subject of instruction in these 
private schools.
Scholars, notably Benjamin Franklin, attacked knowledge based 
upon religious sanctions and ornamental accomplishments and endorsed 
knowledge that contributed to a utilitarian education. A primary pur­
pose in Franklin's plan for a utilitarian education available from the 
"academy" was the study of the English language. The continued 
emphasis on English in the curriculum of the early schools--namely, 
"public" secondary schools--received impetus from Thomas Jefferson.
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Jefferson proposed that the curriculum consist of Latin, Greek, English, 
geography, and advanced arithmetic. The study of English was con­
ceived and grew, but it was born with the stigma of "lower-class edu­
cation."
One of the most important developments in the growth of English
as a vital part of secondary school curriculums was the emergence of
English as a subject of instruction in higher education.
. . . expansion of the college curriculum and increased atten­
tion to the intellectual and scientific trends of the Enlighten­
ment led to a significant change in the methods of teaching in 
1767. In that year a single tutor was no longer expected to 
teach all subjects to the members of a class, but specializa­
tion in teaching was arranged whereby one tutor would teach one 
subject and another tutor was to teach another subject. For 
example, one tutor was to teach Latin; another tutor to teach 
Greek; a third to teach logic, metaphysics, and ethics; a 
fourth to teach natural philosophy, geography, astronomy, and 
mathematics; and a fifth to teach elocution, English composi­
tion, rhetoric, and literature. This was not only a significant 
move toward specialization in teaching but also recognized the 
importance of the English language and literature as a study 
worthy of college instruction (Butts and Cremin, 1953).
A revival of interest in English as the language of America was 
promoted in the early 1800's by the pioneering work of Noah Webster. 
Webster's work was the first complete dictionary of the English 
language published in America. English also received an added boost 
as the classical humanists grudgingly endorsed the modern languages-- 
English, French and German--when they envisioned these as a fort of 
cultural and humanistic studies against the onslaught of the sciences, 
technology, and practical subjects.
Prior t. the Civil War, the list of required school subjects 
•included English grammar.
Through the end of the eighteenth century, Latin, Greek, and 
arithmetic were the only subjects required for admission to
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the leading American colleges. In the years between 1800 and the 
Civil War five new ones were added to this list; geography, 
English grammar, algebra, geometry, and ancient history.
The heart of the newer English course was the study of English 
grammar and literature. With the publication of Lindley Murray's 
grammar in 1795 and a score of others in the first decades of 
the nineteenth century, the study of English quickly took over 
the formalized structure of the earlier work with Latin. In 
addition to grammar, English masterpieces by such men as Milton, 
Pope, and Cowper entered the English curriculum in place of 
Caesar, Cicero, and Vergil. Taken along with the American 
reader stressing patriotic material, these formed the body of 
the new study of grammar. . . . traditional subjects like 
i*' ' philosophy, debating, and declamation fit neatly into the 
developing English course (Butts and Cremin, 1953).
English courses in most high schools established before the Civil 
War therefore tended to include: reading, grammar, declamation,
rhetoric, composition, forensics, and criticisms on English authors. 
Candidates for entry into high school were therefore required to be 
proficient in reading, writing, and English grammar.
During the 1890's English in the high school curriculum was 
affected by the work of two committees appointed by the National Educa­
tion Association: the Committee of Ten on Secondary School Studies,
appointed in 1892 and reporting in 1893; and the Committee of Thirteen 
on College Entrance Requirements, appointed in 1895 and reporting in 
1899. The Committee of Thirteen was appointed to put into practice 
the recommendations of the Committee of Ten. A number of constants, 
two of which included English, was proposed as requirements for all 
college students.
When Harvard College established English composition as part of 
its entrance examinations in 1873 ,  the study of English, especially 
composition, gained prominence in the high school curriculum. The 
American high s c h o o l  between 1865 and 1918 became increasingly
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responsible for students preparing for college as well as for students 
planning to end their formal education upon the completion of high 
school.
In the study of English, time-honored boundary lines 
were . . . attacked. One text announced that its purpose was 
"to unify the teaching of English in the high school" (Brubacher 
and Snyder, 1912). The subject, its authors contended, embraced 
more than grammar, or composition, or literature; it was 
rather "a judicious combination of these three component parts." 
Courses in business and commercial English also frequently 
appeared as the demand grew for persons trained in the termi­
nologies and forms of the business world. Although American 
literature began to receive increasing attention toward the 
end of the century, the traditional emphasis on English 
authors persisted (Butts and Cremin, 1953).
With the tendency toward election in colleges, students preparing 
for higher education departed from rigid classical preparatory curricu­
la. English therefore vied with traditional Latin programs for the 
attention of college-bound students. Between 1900 and 1920 English 
also gained prominence in the curriculums of higher education as the 
concept of "liberal" education broadened. The study of English, with 
increasing accent on literature, vied with grammar and rhetoric for 
the heart of English study.
. . .  a growing number of English instructors turned to the
great writings of the English language as their material of
instruction. The study of English soon took on a richness
and vitality which it had not formerly possessed (Butts and Cremin, 
1953).
Between 1917 and 1921 approximately thirty-one states passed laws 
requiring all instruction in the public schools to be given in the 
English language. Although the United States Supreme Court declared 
this law unconstitutional on grounds of the Fourteenth Amendment, the 
desire on the part of these states to mandate instruction in the 
English language to foster nationalism and patriotism in American
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public schools illustrated that the once "bastardized" subject had not 
only attained prominence but had been proclaimed sovereign ruler over 
all other subjects of the curriculum.
CURRICULUM
"What is English?" "So What Good is English?" "Delete English 
Courses from the Curriculum!" "English Needs Improvement, Not Aban­
donment !"--These questions and replies characterized the fluidity, 
illusiveness, controversy, and endorsement of the role of English in 
the curriculum of American high schools.
By broadening entrance requirements to include proficiency in 
composition and literature in the "mother tongue," colleges had not 
intended to dictate the contents of the high school courses; however, 
teachers began teaching for entrance examinations. The importance of 
making the English program relevant to the needs and interests of 
students became increasingly pronounced in the early 1900's.
The phenomenal rise in the high school population, which 
approximately doubled every decade from 1890 until 1930 and 
which far outstripped the increase in population as a whole, 
created new problems for the English curriculum as it did for 
secondary education in general. Much of the content of the 
English program had little relation to the abilities, needs, or 
interests of the adolescent. Little of it took into account 
the far-reaching social changes that were occurring. The require­
ments of the colleges were setting standards of achievement 
quite inappropriate to the needs of that majority of high school 
youth who were not expecting to attend college (DeBoer and 
others, 1951).
Founded in 1911, the National Council of Teachers of English was 
organized to initiate a program suited to the needs of all students in 
the secondary school.
The National Council of Teachers of English, an organized 
body of English teachers from the kindergarten through the
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graduate school, was founded in Chicago in 1911. With the 
influx into the schools of students with a wide range of 
ability and representing all levels of society, the old 
college preparatory course in English was recognized as un­
suitable and the domination of the curriculum by the National 
Board for Uniform Entrance Examinations for College was no 
longer acceptable to a large number of public high schools 
(Smith and Squire, 1968).
This influx into schools of students with a wide range of 
ability and representing all levels of society, compounded by the prob­
lem that the English program set standards inappropriate to the needs 
of youth not expecting to attend college, challenged the National 
Education Association and the National Council of Teachers of English 
to adapt the English curriculum to changing social conditions and 
needs of the individual. A committee, representing both organizations, 
was formed in 1915. Its report was published by the U.S. Bureau of 
Education in 1917 as The Report on Reorganization of English in Secon­
dary Schools. This report, named after the committee chairman, James 
Fleming Hosic, is better known as the Hosic Report. The Hosic Report 
stressed the importance of relating instruction to the learner's 
experiences. This report was far reaching. It attacked not only the 
rigidity of the curriculum but also teacher preparation and lack of 
employment of audio-visual aids. Excerpts from this document illustrate 
prevailing attitudes toward English in the early 1900's.
At present the English course in our high schools is charac­
terized by a monotonous and unintelligent uniformity.
The subject matter of English consists primarily of activities, 
not of information. It provides a means for the development of 
ideals, attitudes, skill, and habits rather than for the acquisi­
tion of a knowledge of facts and principles.
We hear much today of the need for contemporary literature, as 
if a substitution of current books for those that have endured or
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are enduring the test of time, would solve the problems of 
English teaching. The main trouble lies not in our choice of 
books.
Modern literature reflects life as we are living it today.
Its problems and emotions are ours; its atmosphere is that in 
which we live. ... Any reading, therefore, with a high ethical 
or social message, no matter how short its life, may well find 
its place in the literature hour.
To take in hand young people from homes of culture, of little 
culture, and of almost no culture at all and undertake to 
present them at the end of the high-school course capable of 
speaking and writing with clearness and correctness and of 
reading with intelligence and appreciation is a daring feat at 
best. The experienced know that only an approximation to 
success is possible.
The difficulty is that mastery of English does not consist in 
the learning of facts and rules nor in mere mechanical skill. 
Communication is an art . . .  it must be treated from the 
standpoint of an art.
. . .  It is now generally recognized that the giving of 
instruction in the vernacular is not only the most important 
but probably the most difficult task in high school.
. . .  as yet the question as to what constitutes the best 
preparation for the English teacher has not been widely or 
thoroughly considered.
Special courses for the training of high school English 
teachers should include: (1) Studies in the nature and elements
of the various literary types, in addition to a broad reading 
knowledge of English and American literature, (2) sufficient 
training in oral and written composition, including public 
speaking, (3) a course in the application of educational 
principles to the teaching of English in the high school, and 
(4) actual practice under direction.
An investigation by a committee of the Illinois Association 
of Teachers of English conducted a survey of 135 high schools 
to ascertain the amount of classroom equipment an English 
teacher had access to:
Twenty percent have projection lanterns; 30 percent stereopticons.
Only 2 of the 71 schools responding have moving picture machines.
Fifty percent have a Victrola or similar machine.
This report is not outdated. Many criticisms voiced then are 
voiced in the 1970's. The Hosic Report intended to provide school
20
authorities with recommendations to arrange courses of study and to 
provide proper teaching conditions; to provide teachers with sug­
gestions; to choose instructional materials, and to select the best 
teaching methods available; and to lay a foundation for articulating 
the movement for improved teaching of high school English.
The Hosic Report emphasized the role that college entrance re­
quirements had on high school English instruction. For example, the 
Harvard requirement for 1873-74 changed the role of English in American 
high schools.
English Composition. Each candidate will be required to write 
a short English composition correct in spelling, punctuation, 
grammar, and expression, the subject to be taken from such works 
of standard authors as shall be announced from time to time.
The subject for 1874 will be taken from one of the following 
works; Shakespeare's Tempest, Julius Caesar, and Merchant, of 
Venice; Goldsmith's Vicar of Wakefield; Scott's Ivanhoe, and 
Lay of the Last Minstrel (Hosic Report, 1917).
The Hosic Report, according to Evans and Walker (1966), was 
designed to shift the English program from emphasis on subject matter 
to emphasis on preparation for living.
Directed by cultural, vocational, social, and ethical aims, 
the report stressed "command of the art of communication in 
speech and in writing," and thoughtful reading leading to taste 
in the independent selection of books. Contributing committees 
focused on composition, literature, oral expression, business 
English, general reading, the library, and administrative 
problems.
The committee on composition stressed "the development of the 
expressions 1 powers of the individual pupil . . . rather than 
the teaching of specific forms and rules." Grammar was placed 
under composition, and its "functional" aim was to improve 
speaking, writing, and reading. "In general, the grammar worth 
teaching is the grammar of use--function of the sentence--and 
the grammar to be passed over is the grammar of classification-- 
pigeonholing by definition."
The committee on literature presented an interesting blend of 
liberalism and conformity. First, it stated that all literature
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which does not contain a "natural appeal" for pupils "should be 
excluded, no matter how respectable it may be from age or 
reputation." On the other hand, the committee expressed the 
belief that if a classic doesn't appeal to a "healthy-minded" 
student, the choice of book isn't at fault; the teacher is 
"unable to point the way." For terminal students and those in 
industrial and vocational schools, the committee even suggested 
"books not truly deserving the name of literature," but only 
as means to an end--that end being "literature broad in its hu­
manity, and rich and full in its spiritual appeal" (Evans and Walker,
The Hosic Report therefore reflected not only a national concern
in the early 1900's to prepare all students for efficient living in a 
democracy, regardless of their vocational or professional interest, 
but also provided the foundation on which future attempts to make 
English relevant to the learner's needs, interests, and abilities 
rested.
The ideas espoused in the Hosic Report were re-emphasized in and 
and elaborated upon in An Experienced Curriculum (Hatfield, 1935).
This book contained units in literature, reading, creative expression, 
oral and written communication, and corrective work for kindergarten 
through twelfth grade curriculums and stressed that "the ideal curricu­
lum consists of well-selected experiences" and that "the ideal teacher
is one who organizes worthwhile true-to-life experiences."
Summarizing the impact that An Experience Curriculum had on 
English teaching in the 1930's, DeBoer and others (1951) held that 
recommendations were "bolder" than those of the Hosic Report in that 
they "departed from traditional forms and came closer to the lives of 
young people in contemporary society" and "more influential . . . 
because they were translated into an actual pattern of school activi­
ties, and were followed by an implementative volume. . . . "
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Accordingly, additional volumes were spawned.
An Experience Curriculum stressed the continuity of growth 
in language and reading abilities, rather than specific grade 
placement of individual items. It placed heavy reliance upon 
actual experience with reading and language expression, in 
lifelike situations. It advocated the use of "instrumental" 
grammar, to be taught directly as an aid in the improvement 
of individual learners' speaking and writing, in the place of 
systematic grammar-in-isolation, even such grammar as had been 
reduced to purely "functional" elements. Its approach to 
language expression is illustrated by the fact that it substi­
tuted the term communication for the term composition, 
stressing social interaction rather than artistic design in 
writing. It gave impetus to the free reading movement by 
advocating a wide variety of reading experiences, with non- 
literary as well as literary materials, placing understanding 
and enjoyment above factual knowledge and familiarity with the 
structure of literary types (DeBoer and others, 1951).
That An Experience Curriculum served as the spawning ground for 
other volumes ms suggested by the National Council of Teachers of 
English sponsorship of A Correlated Curriculum and Conducting Experi­
ences in English. Weeks (1963) attempted to correlate English with 
other subjects at all educational levels. Its illustrative material, 
however, was limited primarily to secondary and college work. Broening 
and others (1939) compiled the plans and experiences of 274 English 
teachers over a four-year period. Conducting Experiences in English 
contains hundreds of units endorsed by teachers who accepted the 
philosophy of English as experience and designed to help students 
experience English.
In keeping with the emphasis on English as experience, Rosenblatt's 
Literature as Exploration (1938) focused attention on literature and 
stressed that students must be able to relate literature to their own 
lives. The far-reaching impact of this book vas attested to by the fact 
that a revised edition was issued in 1968. Stressing that reading
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literature was an active not a passive activity, Rosenblatt urged that
teachers avoid a concern with literature as a social document or a
moral tract and that they avoid a purely aesthetic point of view. She
urged teachers of literature to concentrate on the totality of the
experience of the reader with the book.
Since the varied powers of literature cannot be combined with 
a single phrase, the title of this book should be understood as 
a metaphor, not as a limiting definition . The word exploration 
is designed to suggest primarily that the experience of litera­
ture, far from being for the reader a passive process of absorp­
tion, is a form of intense personal activity. The reader counts 
for at least as much as the book or poem itself; he responds to 
some of its aspects and not others; he finds it refreshing and 
stimulating, or barren and unrewarding. Through books, the 
reader may explore his own nature, become aware of potentiali­
ties for thought and feeling within himself, acquire clearer 
perspective, develop aims and a sense of direction. He may 
explore the outer world, other personalities, other ways of 
life. Liberated from the insularity of time and space, he may 
range through the wide gamut of social and temperamental alter­
natives that men have created or imagined (Rosenblatt, 1968).
During the 1940's concern with national defense overshadowed 
concern with changes in the teaching of English. A five volume series, 
sponsored by the Commission on the English Curriculum of the National 
Council of Teachers of English, was published in the early 1950's and 
6 0 's: The English Language Arts, 1952; Language Arts for Today's
Children, 1954; The English Language Arts in the Secondary School, 1956; 
The Education of Teachers of English, 1963; and The College Teaching of 
English, 1965. Emphasis was placed upon skills. Teachers attempted to 
teach students to read, write, speak, and listen. Emphasis was also 
placed on providing a variety of experiences; therefore, supplementary 
materials and activities such as the newspaper and field trips were
used to enhance classroom instruction.
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The recurring theme of this series was meeting the needs of 
all students, not just the college bound, as the emphasis had been in 
the thirties and in the early 1900's. The 1952 publication, however, 
insisted that English instruction reflect the student's life outside 
the school. The departure from the emphasis on the teaching of English 
as a subject determined by the needs, interests, and abilities of the 
learner was evident in the Commission's insistence in 1958 that 
instruction be related to the unique characteristics of English as a 
discipline.
The direction of English teaching therefore shifted to emphasis 
on reflecting the student's life outside the school (Commission, 1952). 
Teachers were called upon to relate to the "whole child." The com­
plexities of personality combined with the complexities inherent in 
society added diversification to the task of the English teacher. A 
further shift in direction was indicated in the Commission's 1956 
publication. The departure from the emphasis on the teaching of English 
as a subject determined by the needs, interests, and abilities of the 
learner was evident in the Commission's insistence that instruction be 
related to the unique characteristics of English as a discipline. 
Endorsement of this thesis received momentum (Commission, 1958) when 
twenty-eight prominent educators stressed at the national level that 
English had a subject matter of its own and was not a group of skills 
underlying the rest of the school's curriculum.
Recent developments in English programs have been influenced by 
sociological, psychological, and philosophical factors. Seen in histori­
cal context, significant happenings in the teaching of English included:
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1957 Sputnick launched.
1958 National Defense Education Act omits funds for English;
NCTE cosponsors a series of Basic Issues Conferences 
with MLA and other interested organizations.
1959 Woods Hole Conference held, leading to Bruner's report,
The Process of Education (1960). College Board 
Commission on English begins formulation of an academic 
curriculum in English.
1962 First summer institutes in the teaching of English, under 
College Board sponsorship; Project English and curriculum 
study centers begin.
1963 National Study of High School English Programs begins.
1966 Anglo-American Seminar on the Teaching of English held at 
Dartmouth.
1967 National Study extended to British schools.
1968-70 Disillusionment with academic reforms leads to reasser­
tion of progressive principles in the teachings of English; 
reports from Dartmouth and the study of British schools 
suggest new models; electives adopted by many schools 
(Applebee, 1974).
Russia's launching of its Sputnik in 1957 caused national 
leaders in the teaching of English to re-examine English instruction. 
The quality of English instruction in American education became a 
national concern. In 1958, representatives of the National Council of 
Teachers of English, the Modern Language Association of America, the 
American Studies Association, and the College English Association held 
a series of conferences to attempt to develop an increasingly higher 
degree of literacy in American youth. Thirty-five issues resulted 
from the conferences and were published in 1959 as "The Basic Issues 
in the Teaching of English." The first issue presented was "What is 
English? We agree generally that English composition, language, and 
literature are within our province. . . . "  Key words in the proposed
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answer to the "What" of English were "sequential" and "cumulative." 
Basic Issue Number Two illustrates the pronounced emphasis on these 
key words.
CAN BASIC PROGRAMS IN ENGLISH BE DEVISED THAT ARE SEQUENTIAL AND 
CUMULATIVE FROM THE KINDERGARTEN THROUGH THE GRADUATE SCHOOL?
Can agreement be reached upon a body of knowledge and a set of 
skills as standard at certain points in the curriculum, making 
due allowances for flexibility of planning, individual differ­
ences, and patterns of growth? This issue seems crucial to this 
entire document and to any serious approach to the problem.
Unless we can find an answer to it, we must resign ourselves 
to an unhappy future in which the present curricular disorder 
persists and the whole liberal discipline of English continues 
to disintegrate and lose its character (Stone, 1959).
These conferences dealt with the inadequacies of English
programs (including teacher preparation and the lack of research into
teacher preparation in literary scholarship, linguistic study, and
rhetoric) and also the lack of basic research into the problems of
English teaching. The document stressed the complex "incremental"
nature of the subject and called for the "sound articulation of English
programs." English as a school subject was defined as a problem area,
subject to numerous pressures and the dangers inherent in continually
broadening the scope of English instruction.
The ultimate result of all these pressures--the great hetero­
geneity of pupils, the increasing complexity of our society, 
the development of modern media communication, the proliferation 
of responsibilities of the English teacher--is that English is 
in danger of losing still more of its central focus (Stone, 1959).
With the publication of Bruner's book The Process of Education 
(1960), English instruction again changed direction. English teachers 
were now challenged to discover the structure of English. Bruner's 
thesis "every subject has its unique structure and the easiest and 
most effective way to learn a subject is to grasp its structure" laid
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the foundation stone.
The appearance in 1961 of the National Interest and the Teaching 
of English; A Report on the Status of the Profession (Commission, 
1961)was conclusive proof that a re-evaluation of English was underway. 
Until the 1958 conferences there had been no general agreement in the 
profession on what should constitute the English curriculum. English 
classes were frequently "catch-alls." The 1960's witnessed fervent 
efforts to delineate English instruction. The 1961 National Survey 
affected research and curriculum development in the teaching of 
English throughout most of the 1960's.
. . . this national survey influenced the Congress of the 
United States to support a massive effort into research and 
curriculum development in the teaching of English. More 
than $7,700,000 were spent in developing more than twenty 
English curriculum centers located in colleges and universi­
ties throughout the country. Additional federal funds were 
spent on summer and year-round institutes for the "retraining" 
of English teachers during the 1960's. A variety of 
conferences on research in English and the teaching of English 
were also held. Frcan these conferences and these curriculum 
centers came further refinements of the tripod model for 
English programs (Commission, 1961).
The tri-component definition which attempted to focus instruc­
tion in English upon the study of language, literature, and composi­
tion in 1961 was strengthened (Commission, 1965) when an attempt was 
made to "distinguish between the passing and the permanent, to affirm 
and describe the nature of English as a subject." The 1965 Committee 
defined the scopy of the English program.
That the scopy of the English program be defined as the 
study of language, literature, and composition, written and 
oral, and that matters not clearly related to such be 
excluded from it (Commission, 1965).
Now that content was defined, attention turned from content to
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implementation. A national study of implementation of the tri- 
component definition in high school English programs was conducted 
(Applebee, 1966). Observers reported that of 32,580 minutes of class­
room teaching, teachers spent a total of 81.4 percent of the time 
emphasizing literature (52.2 percent), composition (15.7 percent), 
and language (13.5 percent); of the remaining 18.6 percent teaching 
time, teachers spent 4.9 percent on speech and 4.5 percent on reading;
0.2 percent remained for "other” areas.
Once defined and implemented, the tri-component definition 
confronted the need for evaluation of its effect. Squire (1966) sum­
marized increased activities which resulted;
At no other time during the last half century has the teaching 
of high school English been so critically studied as during 
the past five years. The signs are everywhere apparent: the
emergence of fifteen curriculum study centers in English each 
developing model programs for high school teaching; the work of 
the Commission on English of the College Entrance Examination 
Board; the large scale support for rearch in the teaching of 
English of the U. S. Office of Education; and the beginning last 
year of an annual summer institute program, supported by the 
National Defense Education Act and promising to introduce more 
than 10,000 teachers of English annually to new context and new 
approaches.
Evans and Walker (1966) indicated that discoveries in linguistics 
and grammar; changes in methodology, additions to curriculums, and 
interdisciplinary commitments to teacher preparation and the teaching 
of English indicated that a shifting of emphasis had occurred in both 
the content and the teaching of English.
That English teachers faced societal pressures to produce success­
ful students was paramount. The implementation of accountability 
concepts at the state level "rubber stamped" the need for English 
teachers to prepare to meet these pressures as accountability concepts
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were evidenced at the national level (Nixon, 1970; Lessinger, 1970).
The mandating that accountability concepts be implemented in Louisi­
ana's public schools is now law (Louisiana Legislature, 1977). 
Accountability concepts endorsed the writing of behavioral objectives 
(Bloom, 1956; Gronlund, 1970; Burns, 1972). Controversy was voiced at 
the national level over the application of behavioral objectives to the 
English curriculum. Controversy also extended downward to the class­
room level (Guth, 1970). The NCTE cautioned English teachers that the
very real and complex problems of adequate measurement and 
reasonable bases for holding teachers accountable for instruc­
tion hold a threat to the discipline of English, the threat of 
narrowly defined, "Measurable" curriculum and the spectre of 
teachers defensively limiting themselves to the superficial 
aspects of literacy. . . (Commission, 1972).
The NCTE first warned against behavioral objectives (Maxwell and
Tovatt, 1970) and then endorsed the implementation of these types of
objectives (Maloney, 1972).
With an increase in the number of students who enrolled in higher 
education, the need for students at the high school level to learn 
English skills became increasingly important. Yet, the number of 
proficient students had seemingly decreased. The English curriculum 
at the high school level seemed to reflect a diminishing emphasis on 
"basic" skills, especially in composition.
Disturbed at the diminishing high school requirements for 
English whereby students have the option of substituting "communica­
tions skills" for English courses, Wheeler (1977) contended that "there 
is no substitute for the ability to write clearly. . . . writing can't 
be learned or accomplished in isolation."
The need for students to learn English skills was evidenced in the
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number of complaints waged by parents, teachers, and students them­
selves that "they cannot write," "they cannot speak," and "they cannot 
read." The need for teachers to remedy this dilemma to remediate the 
lack of existing skills to meet students' needs was evidenced in the 
adoption of accountability concepts by both lay and professional people.
Buttressed against students' incompetency was students' dislike of 
English courses. The adolescent's response to an English teacher toward 
literature was captured in Hook's parody of Dickens's Christinas Carol 
(Hook, 1967). Scrooge was a "most recalcitrant student"; his nephew, 
a "kindly teacher" of literature or reading.
"Happy reading, student!" cried a cheerful voice
"Bah!" said the student. "Humbug!"
"Don't be cross, student."
"What else can I be, when I live in such a world of fools as 
this? Literature! What's with this literature stuff? . . .
If I could have my way, every idiot who goes about with 
'Literature' on his lips should be reduced to the size of a 
worm and allowed to bury himself forever inside a book. He 
should!"
Another dimension was therefore added to the problem: students
stressed their dislike of literature, composition, and English in general. 
Representing different backgrounds, interests, expectations, and ability 
levels, these students ware a "captured" audience forced to view a "scene" 
of required "stuff."
Current emphasis on the impact that more students who would have 
dropped out of school in the past still remain so that "With the 
variety of programs aimed at preventing dropouts, it's virtually impos­
sible for anyone to leave school now" (Raspberry, 1977); that more of 
these students, representing not only varying socio-economic levels but 
also differing cultural-ethnic backgrounds, not only remain in school 
but enroll in higher education (HEW, 1967); that "Societal pressure is
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on the teacher to teach all children" (Hunter, 1973); and that the 
teaching of English, as well as the entire field of education, has 
been challenged during the past decade by a force termed "accountabil­
ity" (Hargrave, 1975) demanded that English teachers--faced with the 
array of negative attitudes toward English instruction, compounded by 
the diversity of students within the classroom and enhanced by societal 
pressures--overcome these obstacles and bring order out of chaos.
The idea of English teachers defensively limiting themselves to 
the superficial aspects of literacy, compounded by the thought that 
"in a 'typical' class . . . there are many boys and girls who have 
never in their lives read a book nor do they have any intention of 
doing so " (Simmons, 1976) posed seemingly insurmountable problems 
that impeded English instruction. The frailty of English teaching and 
its place in the high school curriculum was apparent in the outcries of 
Beanue (1970) to "delete English courses from the curriculum" because 
"English as a subject is dead. Ninety percent of our students killed 
it decades ago, but it has been denied interment by a tough band of 
necrophiliacs called English teachers." Positive response to these 
negative outcries was obvious in Simmon's (1970) belief that ". . . 
English needs improvement, not abandonment."
In response to the growing alarm that students cannot read, write, 
or speak correctly, English teachers have been called upon to return to 
the basics. Raspberry's statement (1977) that "a return to basics 
(whatever 'basics' is?)" was impossible since "it's easier to return to 
an old curriculum than to the old situation in which that curriculum 
was taught," typified problems inherent in fulfilling this request.
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Ranging from a call to return to basics, to controversy over 
eliminating English courses from the curriculum, to assuming responsi­
bility for failure-free learning for all, the English teacher had been 
bombarded by a diversity of concepts whose impending success seemingly 
lies somewhere between literalness and hallucination.
INNOVATIONS
"Will technology revolutionize education?" Phi Delta Kappan 
(1977) posed this question to nineteen prominent educators. Their 
responses to William Norris' "Via Technology to a New Era in Education" 
provided insight into education in the 1970's. Varying opinions were 
expressed in this survey. These opinions ranged from endorsement of, 
caution toward, and rejection of technological innovations.
. . . education faces comprehensive social responsibili­
ties. . . . Certainly the employment of technology can 
offer a significant alternative to current instructional 
methodologies. Technology can also supplement and enhance 
existing techniques. Hence it is another alternative, not 
a solution (E. Ronald Carruth, Association of Educational 
Data Systems).
Few people who have seriously studied the problems and 
developments in society and education would question the 
urgent need for major improvements at all levels, but most of 
them would agree that major changes should be carefully, sys­
tematically, and cooperatively planned and coordinated if 
meaningful progress is to be made. Moreover, most well-informed 
educators and lay citizens are convinced that wisely planned 
and increased utilization of suitable technologies will contri­
bute to the improvement of education in many areas, but few 
would agree that "the most direct and effective way to get it 
[higher-quality education] at a lower cost is for private 
companies to provide the appropriate technologies, management, 
marketing, and leadership. . . . "  (Edgar L. Morphet, Professor 
of Education Emeritus, University of California, Berkley).
Part of education's affliction is that it is plagued by an
endless run of new ideas that are all too often accepted and
tried no matter how suspect the motivations of those who propose
them (Eugenia Kemble, Special Assistant to Albert Shanker, President, American Federation of Teachers).
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Analyses of the opinions expressed in this survey indicated that 
the development of technological innovations for educational purposes 
had been slow. Resistance to their use had come primarily from 
teachers. Skepticism not optimism, competition not supplementation, 
superficiality not integration, rigidity not flexibility, seemingly 
characterized the response to and effectiveness of implementing tech­
nology to improve teaching techniques. Yet the employment of tech­
nology offered alternatives to instructional methodologies.
Innovations had the potential to improve instruction. An array of 
innovations provided a repertoire from which the teacher could draw 
to capitalize on what each innovation could do best to diagnose 
student difficulties and devise alternate learning experiences.
Although the controversies and endorsements stated in the 
preceding survey related to computer assisted instruction, the state­
ments are relevant to the implementation of innovations in the 
English classroom. According to Evans and Walker (1966), Squire and 
Applebee (1968), and Farrell (1970) an array of innovations, (which 
included additional course offerings, revised knowledge and metho­
dologies, innovative patterns, innovative techniques, teaching aids, 
curriculum combinations, programmed instruction, and specialized 
electives) characterized "new trends in the teaching of English in 
secondary schools." It was apparent that changes have been brought 
about by technology. Controversy existed, however, over the effec­
tiveness of technological advancement and its relationship to learning 
improvement. Issues arose over whether technological equipment would
remain a supplement or would eventually become a replacement. Fre­
quently, teachers feared that which was supposedly implemented to aid 
in improved instruction. Issues also arose over the extent of the 
role that business and industry would play in education. Emphasis had 
been placed on the disillusionment that frequently resulted when an 
innovation failed to measure up to expectations. Emphasis had been 
also placed on the effect that societal pressures and home environment 
had on attempts to improve education. Considerations such as costs, 
feasibility, limitations, and implementation posed questions which 
must be answered before an innovation became an integral part of an 
attempt to improve instruction.
Many changed had occurred in the teaching of English. Ideally, 
the English curriculum was to consist of literature, composition, and 
language integrated into one discipline. "Trends in Curriculum 
Guides" (1968) indicated that they were usually taught separately. A 
summary of changes in each area was therefore provided.
Literature
Possibly, the most important change to have occurred in litera­
ture teaching was emphasis on the "New Criticism." This approach 
advocated the teaching of literature through a close reading of 
the text itself. Guerin and others (1966) provided a comprehensive 
appraisal of traditional and revised approaches to literature 
teaching:
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. . . the type of analysis that dominated the study of 
literature until the 1930s. In this approach, the work of 
art frequently appeared to be of secondary importance, 
something that merely illustrated "background." Such an 
approach often . . . led to the study of literature as 
essentially biography or history, rather than art.
. . .  in the twentieth century, however, a new type of 
literature analysis emerged in which the literary work 
per se--that is, as a separate entity divorced from 
"extrinsic" considerations--became the dominant concern 
of scholars. The "New Critics" . . . insisted that 
scholars concentrate on the work itself, on the text, 
and examine it as an aesthetic creation--that is, an art.
Leaders at the national level (Commission, 1965) opposed a
national curriculum. The Commission stressed that a literature
program should be predicated on diversity because of the dissimilar
needs and interests of children from multi-ethnic, socio-economic
backgrounds. It advocated that teachers draft book lists which
reflected levels of difficulty and appropriateness as well as
student interest. Emphasis on the selection of books in which
students were interested had resulted in the inclusion of modern
literature, non-fiction, and multi-ethnic selections. Evans and
Walker (1966) stressed the importance of student interest in the
selection of suitable material.
The student's familiarity with the language, situations, and 
values contained in most modern literature makes it easier 
fo them to grasp its structure. Teachers also find that 
modern literature often has more intrinsic appeal to students, 
an appeal which is often needed to motivate students who are 
not interested in the study of literature for its own sake.
The availability of inexpensive paperbacks, the development of 
independent reading programs, and the adoption of a variety of 
organizational patterns such as units by topics, by themes, or by
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genre influenced the Commission (1965) to recommend an eclectic
approach to literature teaching.
. . . methods of organizing the course in literature do not 
exclude one another. Wise teachers may well rely on no 
single one of these methods, seeking instead some combina­
tion that capitalizes on the advantages of each and mini­
mizes the dangers. For such teachers some combinations of 
literary types and literary themes may prove most practical, 
most exciting, and most fruitful.
Emphasis on structure has also influenced literature teaching.
Recognizing that structural analysis has influenced teachers to
employ the "discovery method," the Commission (1965) listed a
series of questions to form the basis of literary inquiry.
I. Questions about the text itself
A. Questions of form
1. What is its kind?
2. What are its parts?
3. How are the parts related?
B. Questions of rhetoric
1. Who is speaking?
2. What is the occasion?
3. Who is the audience?
C. Questions about meaning
1. What meaning has each word in its particular 
context?
2. What do the diction and grammar of the text 
tell about its purpose?
3. What is the paraphrasable content of the work, 
its "statement?"
4. What intention--high seriousness, irony, comedy, 
and the like--is apparent and how is it made
apparent?
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5. What part of meaning is sacrificed by paraphrase, 
by substitution of words other than those used by 
the author?
XI. Questions of value
A. Questions of personal response
B. Questions of excellence
Although this list of questions seemingly implied rigidity and 
monotony, the order of the questions varied according to which ones 
were most pertinent to a particular selection. " . . .  teachers feel 
that asking the same questions is an excellent way . . .  of emphasizing
differences among selections by noting how the answers differ" (Evans
and Walker, 1966).
To document the effect that the inquiry method had on literature 
teaching, a number of studies were conducted (Pooley, 1968). For 
example, Squire studied in 1963 the responses of adolescent readers to 
four short stories and developed seven categories of possible response: 
literary judgments, interpretations1 responses, narration responses, 
associational responses, seIf-involvement, prescriptive judgments, and 
miscellaneous responses. Prior to this study no effective means of 
measuring the responses of students to literature had existed.
Using Squire's categories, in 1966 J. R. Wilson conducted a 
study of the responses of college freshmen to three novels: The
Catcher in the Rye, The Grapes of Wrath, and Farewell to Arms. His 
findings revealed that more of the responses dealt with interpreta­
tion (65.6 per cent) than with literary judgment (12.2 per cent). He 
recommended that "teachers should avoid supplying 'correct' interpre­
tations before the book is read by the student" and that "teachers 
should refrain from demanding that first reactions be fully described
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or defended." He advocated that analysis be demanded after the student 
delved into the novel and began wrestling with its complexities.
In addition to these studies in 1963 the National Council of 
Teachers of English, Research Foundation, sponsored a project to de­
velop an instrument to measure the "growth in responses of children to 
literary experience." Tests were developed in cooperation with the 
Educational Testing Service of Princeton, New Jersey.
The role that literature played in "humanizing" students had been a
recurring theme. Gerber (1967), like Rosenblatt in the 1940's,
emphasized the importance of engaging "the student's whole mind."
We have developed great facility in teaching those matters 
requiring detachment; we have been chary of those which 
demand the student's engagement. And well we might be. For 
in engaging the student's belief or disbelief we must steer 
between the Scylla of indoctrination and the Charybdis of an 
undiscriminating relativism. Yet this is the course we must 
steer if the literary work is to engage the student's whole 
mind. We must learn how to raise issues of belief as 
adroitly as we have learned how to raise issues of form and 
content. In the process we may come to feel that our 
discipline is less tamable than ever. But we must make the 
attempt if we would successfully exploit our subject matter 
and if we would meet the deep psychic needs of our students.
Loban (1970) compared literature to other subjects in the
curriculum and stressed that literature alone had the potential to
serve as a "therapeutic" experience.
All life, as Socrates knew, is a search for meaning, a con­
tinuing struggle to find, among the fragmented moments of 
experience, some order and significance. Everyone questions 
life in various ways--through talk with friends, through 
contemplation silently and alone, through religion, philosophy, 
and the humanities. Among all the ways, literature is one of 
the most respected, and furthermore, is the only one with an 
established place in public education.
Other arts make their appearance in the schools, but it is 
noteworthy that they are not required. There must be some 
reason that literature is assigned to reach all students,
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whereas music, art, the dance— all the other fine arts--are 
offered only as elective subjects. We agree that all the arts 
help to vivify and unify our experience. But we can also see 
that literature deals more directly, more comprehensively, 
with the human situation. Through literature we compare, 
contrast, and clarify our own experience of life with that of 
the author. . . . HOWEVER, BECAUSE IT CAN ENLARGE STUDENTS' 
AWARENESS OF VALUES AND REFINE THEIR DISCRIMINATIONS AMONG 
VALUES, LITERATURE IS A FORCE OF TREMENDOUS POTENTIAL FOR 
EDUCATION PROVIDED THE RESPONDER IS GENUINELY INVOLVED.
The problem inherent in "getting students to read literature" was 
highlighted by Simmons (1970). ". . . in a 'typical' class of seventh
or eighth grade students there are many boys and girls who have never 
in their lives read a book nor do they have any intention of doing so."
That the English curriculum had been dominated by literature 
teaching was confirmed in Squire's "National Study of High School Eng­
lish Programs." With increased emphasis on understanding the student 
and the society in which he lives--his background, interests, expecta­
tions, competencies, and abilities--literature teaching may continue 
to dominate the English curriculum as a vehicle of "humanize" students 
by enabling them to compare, contrast, and clarify experiences.
Composition
According to Evans and Walker (1966) perhaps the most significant
change to occur in the teaching of composition was a return to the
teaching of "rhetoric." Having suddenly "re-emerged as the backbone
of the composition program," rhetoric has received much attention
under different names at various curriculum centers around the
country (Carlsen and Crow, 1967).
The old terms of inventio, disposito, and elocutio offer a 
frame of reference for the structure of the Indiana Univer­
sity Center's study. These become substance, structure, and 
style in the University of Oregon Center and "attention to 
choice or appropriate subjects" and "interesting forms of
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writing" in the University of Wisconsin Center. The North­
western University Center units make the most direct attack on 
the familiar but unhelpful division of composition into 
description, narration, exposition, and argumentation. North­
western suggests, instead, attention to the steps in the 
writing process and to interaction of style, audience, and 
situation.
The emphasis the "new rhetoric" placed on communication lad 
to teachers giving more attention to "the role of the sender, the role 
of the receiver, the role of the medium and the Gestalt. . . . (Evans 
and Walker, 1966). The guidelines established by Gibson (1962) and 
Booth (1965) dealt with the relationship between the writer and his 
work. Gibson emphasized voice; Booth stressed audience. Evans and 
Walker (1966) stated that according to teachers who have had students 
write on the same topic but assume different audiences, speaking voice, 
and mediums gave students "a sense of control over their writing never 
before experienced."
A number of experiments resulted from attempts to discover the 
best way to teach composition; that is, if composition could be taught. 
Jewett (1964) summarized the activity employed at the National Educa­
tion Association Composition Project in which students "imitate the 
masters of prose." Davidson (1968) reviewed secondary curriculum 
guides and noted "the use of prose models for analysis before writing; 
and reading, investigation, and discussion leading to writing." 
Christensen (1967) studied sentence openers used by professional 
writers. Based on four principles, he developed a "generative rhetoric."
1. Composition is essentially a process of addition.
2. The cumulative sentence requires direction of modification 
or direction of movement.
3. Additions are made in levels of generality or levels of 
abstraction.
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4. Density of texture is achieved by adding frequently and 
much to nouns, verbs, and main clauses.
Christensen extended his theory of sentence construction to paragraph
development, he advocated teaching the sentence and the paragraph
simultaneously; he believed the difference was one of quantity not
quality.
Of the three areas of English instruction, the results of composi­
tion teaching has received the most criticism. Dissatisfaction had led 
to considerable research on the subject of teachers' seeming inability 
to teach composition (Committee, 1963 and Blount, 1966). Realizing 
that "what the teacher asks of students is more important than what he 
tells them," the Commission (1965) suggested that;
A good assignment evokes the best from the writer and gives the 
teacher the best chance to be helpful.
A good assignment aids learning and requires a response that is 
the product of discovery.
. . .  a good assignment furnishes data to start from.
A good assignment may take the form of, or be construable into, 
a proposition.
A good assignment limits either form or content or both.
Whenever feasible, a good assignment will stipulate the 
audience to be addressed.
Assignments should vary in kind.
According to Braddock and others (1963) few significant studies 
were available from which valid conclusions could be drawn relative to 
the teaching of composition. Pooley (1968) summarized five studies 
considered significant by the National Council of Teachers of English 
Committee on "the State of Knowledge about Composition."
1. The Baxton study revealed that thorough criticism of 
composition by a competent reader, followed by revision by 
the student brought better gains than writing not criticized.
2. The Harris study showed in a 2 -year space that the direct 
(or functional) teaching of grammar brought better results than 
the formal, analytical method.
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3. The Kincaid study undertook to reveal whether a single 
paper written by a student on a given topic at a particular 
time provided a valid means to judge a student's writing 
ability. Joined to this question were several others, so 
that clear answers were almost impossible to secure 
because of weakness in the structure of the research.
4. The Smith study dealt with class size as a factor in the 
teaching of writing. It revealed that a large class of 
superior ninth-grade students can progress in composition as 
well as a small class.
5. The Becker study compared three methods of teaching, 
described as normal, bibliographic, and kinescope methods.
The so-called normal method was found to have a slight 
superiority over the others.
Hagstrum (1964) indicated that the research conducted in com­
position teaching "has been useful in showing what doesn't improve 
one's ability to write."
Faced with a lack of conclusive research on teaching composi­
tion, teachers had been bombarded with criticism. To combat criticism, 
many teachers assigned extra written work and graded intensively. Yet, 
this practice seemed paradoxical. Arnold (1963) revealed that:
1. Intensive evaluation is seemingly no more effective 
than moderate evaluation in improving the quality of written 
composition.
2. Frequent writing practice does not in itself improve 
writing.
3. There is no evidence that any one combination of fre­
quency of writing and teacher evaluation is more effective 
than another.
4. Frequent writing and intensive evaluation are no more 
effective for one ability level than are infrequent writing 
and moderate evaluation.
To relieve teachers of time-consuming paper grading, innova­
tions such as lay reader programs, dictaphones, topical commentary, 
sampling, corrections by students, classroom demonstrations,
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laboratory hour, and individual conferences were recommended 
(Marsheffel, 1964; Commission, 1965; and Evans and Walker, 1966).
Pierson (1972) indicated that "Two attitudes discourage the 
teaching of writing today. One is that writing is too difficult to 
teach. The other is that there is no need to learn how to write."
These two attitudes seemingly reflected the lack of research on "how to 
teach writing" and the influence of a "non-print" oriented society on 
composition instruction. Pierson recognized the limitations of 
teaching composition but nevertheless believed instruction was 
possible.
Research has not yet developed a level of quality or quantity 
to shape a useful body of information about how to learn and 
to teach writing.
The teacher of writing can accomplish his task with pride and 
satisfaction if his main objective is not talented writing 
but competent writing. Voluntarily to abandon writing would 
be to consign the next generation to a new Dark Age of 
incandescent bulbs.
. . . With the opening of each academic year, young men and 
women who previously could consider only menial occupations 
are offered more opportunities for secondary and higher 
education and are in a position to acquire values of reading 
and writing. The business community still esteems and rewards 
competent written expression. In addition, writing still is 
essential to knowledge and imagination.
Having confidence in the uses and in the future of writing, 
the teacher of English can address himself to the problem of 
overcoming the inadequacies of traditional correction. A 
solution is available: to provide students with sufficient
time to learn how to write by means of motivation, prevision, 
writing practice, editing, and revision response to correc­
tion, supported and reinforced by the tutorial composition 
conference. He can supplement this basic approach with 
experimentation in alternatives to convention such as over­
correction, self-correction, and talk-writing.
Macrorie (1976), like Pierson, believed that teachers were limited 
by factors beyond their control to teach writing. Macrorie, however,
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was critical of the available texts.
Out of hundreds of texts I've examined in the last twenty- 
five years, I've seen no others which present a solid body of 
good writing done by persons who followed the program in the 
books.
Yet all such books are supposed to improve the writing of 
their users. Improve it! Most of the phony, pretentious, 
dead sentences "composed" in "English" courses do not need 
improvement, but embalming."
. . . fundamental in the making of writers is not a knowledge 
of this or that grammatical point, a strategy of style, or 
a strong desire to write, but fully carrying out the act of 
writing to be read by real persons who respond.
. . . the only valid test of any writing course: does it
bring forth from students writing that is alive and 
valuable?
The question of whether or not composition could be taught and if 
it couM, to what degree, vas one which research had not yet provided 
conclusive evidence. Although thousands of studies had been con­
ducted in composition teaching, few studies had provided teachers 
with suggestions to improve students' writing. Until solutions are 
provided, composition teaching will probably remain the area of 
English instruction to receive the most criticism.
Language
Perhaps the most important change to have occurred in language 
teaching was that language was taught from a scientific yet a personal 
perspective.
The study of language is becoming more personal, inductive, 
and descriptive; and it is focusing more on language as a tool 
which man can manipulate and change to suit his needs at a 
particular time in a particular content than as a static system 
of rules he must abide by at all times. The more accurate 
description of language which scholars in all areas of linguis­
tics study have provided has led teachers to a different conception 
of what language is and how it operates (Evans and Walker, 1966).
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The stance that language was personal, inductive, and descrip­
tive was reflected in curriculum guides and textbooks. This position 
was one which emerged gradually and was adopted reluctantly. Impetus 
was given to the "human" function of language as curriculum centers 
stressed that "language is a human institution having a geography, a 
sociology, a psychology, a structure, and a theory. . . . "  (Carlsen 
and Crow, 1967).
The question of how to approach grammar teaching, especially
which grammar was best, was one with which teachers had been confronted.
Unlike previous times when only a Latin-base grammar was available,
teachers now had a selection from which to choose; namely, structural,
generative, transformational, and transformational-generative grammars.
The Commission (1965) recommended that
. . . since grammatical study can be both illuminating and 
useful, it should ordinarily be made a part of the curricu­
lum in such a way as to exploit its usefulness. This means 
that learning the names of grammatical elements should 
coincide with the use of those names in meaningful activity, 
not in drill for the sake of drill; that complexities of 
snytax should be identified and their functions made 
apparent as they are encountered, as well as in anticipation 
of such encounters; that constant application rather than 
yearly review should be the means of keeping grammatical 
knowledge and terminology active; that in the upper years 
of secondary school, the knowledge of grammar should be 
persistently employed to increase the student's awareness 
of options in his own writing and his sensitivity to the 
options taken in the literature he reads.
Realizing the dilemma which teachers faced, the Commission also 
stressed the role that teachers should assume in the language class­
room.
His salvation lies in making students aware, of the real 
nature of usage: that it characterizes social and economic
levels, variety of occasion, and cultural attitudes even 
more than it reflects efficiency or subtlety of communication.
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Gleason (1965) provided similar suggestions.
. . . the teacher should aim at increased appreciation for 
differences of situation, intention, and audience, and the 
correlation with these of variations in language.
Similar to the Commission's recommendation, Evans and Walker (1966)
summarized new trends in language teaching.
The study of grammar today, then focuses as much on 
variety and effectiveness of style as on concreteness of 
expression and encourages students to seek the most 
effective construction for carrying the intended lexical 
content.
The diversity of students' backgrounds necessitated that atten­
tion be given to educating the disadvantaged and culturally deprived; 
therefore, emphasis on usage increased. Pooley (1968) indicated that 
secondary school curriculums included a study of the history of 
language, etynology, lexicography, semantics, and dialectology.
Many teachers avoided teaching usage. Because time, place,
and circumstance dictate usage, it w a s  a difficult concept to teach.
Unlike grammar, no "hard, fast" rules govern usage. Language study
v®s, therefore, not clearly defined. Two special issues of Harvard
Educational Review (1964 and 1977) dealt with language controversies.
Linguists do not view their subject as a proper subset of 
English courses nor even as a component of the humanities.
Both the National Science Foundation and the American Academy 
for the Advancement of Science recognizes linguistics as a 
science, and most linguists have been willing to accept this 
classification. Thus, asked to speculate on what role linguis­
tics should play in primary and secondary education, some have 
proposed that it should become part of the science curriculum, 
especially since all data for inquiry and experimentation are 
easily available to students through their knowledge and the 
rules of language. Practically speaking, however, few schools 
will hire a linguist to teach linguistics as such, and so 
linguistics generally falls into that melange known as the 
English or language arts curriculum (Harvard Educational 
Review, 1964).
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The 1977 issue demonstrated "the movement away from structural- 
pure ly syntactic accounts of language and language acquisition that 
predominated during the 1960s" and exemplified "the cross-fertiliza­
tion that can occur between the fields of language and reading."
Popp (1977) summarized the complexities that evolved from
language controversies in the interval between 1964 and 1977.
Educators barraged with the varying views of linguists, 
sociologists, historians, neurologists, researchers, psychol­
ogists, and other educators know that questions surrounding 
reading, language, and learning have grown no less complex in 
the interval between 1964 and 1977.
The significance of transformational-generative grammar . . . 
implied that this theory would contribute significantly to 
the teaching of foreign languages, composition, literature, 
grammar, and reading (Postal, Gleason, McDavid) and to the 
understanding of language acquisition (Brown and Bellugi).
. . . (McDavid) suggested that out of the intellectual debates 
on linguistic theory might "come a new theory of the role of 
language in human affairs."
Discussions of the normal and abnormal development of speech 
and language (Brown and Bellugi, Joos, Lenneberg), the 
relationships of language to personal and social needs and 
experiences (Carroll, Joos), the teaching of and about 
American language (Muinzer), and the importance of the role 
of "meaning" in writing compositions (Joos) laid the 
groundwork for formulating such a theory.
Linguists turned their attention to reading. Teachers were 
bombarded by the problem that "students can't read." Influenced by 
linguists, emphasis was on reading material not on machines designed 
to teach eye control and increase eye span (Lefevre, 1964). High- 
interest, low-ability reading materials designed to improve reading 
skills and arranged in an increasingly difficult sequence were avail­
able to teachers confronted with students who could not read (Evans and 
Walker, 1966).
Of the three components of the English curriculum, seemingly
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more had been written about language recently. Aston (1967) believed 
that language had received most emphasis because it had been "the 
most neglected" and the "most grossly misunderstood" of the three.
The question as to whether teaching grammar improved composi­
tion had been debatable. Christensen (1963), Pike (1964), Hunt (1965), 
White (1965), and Zidonis (1965) suggested a definite correlation be­
tween ability to write and ability to manipulate syntactic structures.
O'Donnell (1968) summarized three conclusions from studies con­
ducted to ascertain whether learning grammar improved writing.
. . .  a knowledge of generative grammar (1) enables students 
to increase significantly the proportion of well-formed 
sentences in their writing, (2) seems to enable students to 
increase the complexity without sacrificing the grammaticality 
of their sentences, and (3) can enable students to reduce the 
number of errors in their writing.
The role that grammar played in the English curriculum had been 
one with varied possibilities. If teachers increasingly integrated the 
tri-component areas, language might become the nucleus of the English 
curriculum. Teachers had been encouraged to adopt an eclectic approach 
to literature and composition teaching. Likewise, teachers had been en­
couraged to incorporate the knowledge and employ the methodologies that 
had evolved from the "scientific" and "human" functions of language 
study.
PROFESSIONAL PREPARATION 
"A young English teacher who entered the classroom in 1960 could, 
without re-education, become an anachronism by 1970." This statement 
(Evans and Walker, 1966) had come to symbolize the dilemma that English 
teachers faced in the 1970's.
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Just as the National Council of Teachers assumed the leadership 
role to define the scope of the English curriculum to attempt to 
bring order out of chaos, it now considered teacher preparation in 
light of an increasingly complex society, combined with an increased 
understanding of the adolescent and the world in which he lives. A 
number of publications resulted from the National Council's efforts; 
namely, The National Interest and The Teaching of English (1961) and 
The Continuing Education of Teachers of English (1964). Additional 
activities and publications, however, indicated the massive efforts of 
the National Council of Teachers of English to assume a leadership 
role to attempt to channel teacher education problems and offer 
recommendations to remedy deficiencies: establishment of the Commission
on the Profession (1958); The Education of Teachers of English for 
American Schools and Colleges (1963); and Specialized Courses in 
Methods of Teaching English (1964). The results of these massive 
efforts not only highlighted deficiencies in teacher preparation but 
also offered recommendations for improvement. Inadequacies of pre­
service preparation resulting from insufficient course offerings at 
the undergraduate level as well as emphasis on competencies possessed 
by teachers with one or more college degrees were considered. The 
1961 publication served as the foundation stone for future publica­
tions. This publication recommended what had commonly come to be 
known as "Profiles." These profiles offered "A Standard of Prepara­
tion to Teach English." These profiles specifically included recom­
mendations in language and literature knowledge and skills.
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Profile I
Let's assume that our prospective English teacher has good 
opportunities to learn language and literature during his 
childhood and youth. Much of the basic knowledge of English 
as his native language--which he understands, reads, speaks, 
and writes--he should have by the time he enters college. 
Likewise, by that time he should have read a number of major 
works that belong to English and American literature and 
some foreign pieces in the original language or English 
translation. He should consequently have developed a fair 
ability to judge and a taste to choose among literary works. 
During his four or five years of collegiate study, he should 
extend and sharpen his fundamental knowledge of the English 
language and literature and should acquire the special knowl­
edge of English, together with the science and art of teaching 
it, which he will need for his work in the elementary or 
secondary school. If he intends to teach in the college or 
university, he should shape his program of studies to that 
end.
Those who subscribe to this statement hope that the teacher 
of English (1) has the personal qualities which make an 
effective teacher, (2) has received a well-balanced education, 
including knowledge of a foreign language and a basic ground­
ing in science, mathematics, the social sciences, and the 
arts, (3) has received the appropriate training in psychology 
and professional education, and (4) has dedicated himself to 
humanistic values.
A Standard of Preparation to Teach English
I. The teacher of English should have a certain fundamental and 
specialized knowledge of the English language and its litera­
ture, together with certain abilities and skills which enable 
him to perform expertly in his discipline.
A. In language, he should have:
1. A fundamental knowledge of the historical development 
and present character of the English language: 
phonology (phonetics and phonemics), morphology, 
syntax, vocabulary (etymology and semantics), the 
relations of language and society.
2. A specialized knowledge of the English language which 
is appropriate to the teacher's particular field of 
interest and responsibility.
3. An informed command of the arts of language--rhetoric 
and logic; ability to speak and write language which 
is not only unified, coherent, and correct but also 
responsible, appropriate to the situation, and 
stylistically effective.
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B. In literature, he should have:
1. A reading background of major literary works which 
emphasize the essential dignity of the individual 
man. This background:
a. Implies a knowledge of major works, writers, 
forms, theses, and movements of the literature of 
the English-speaking people.
b. Reflects intensive study of many literary pieces.
c. Includes familiarity with some of the outstanding 
literary works in English translation, or in the 
original language, of the Greek, Roman, Norse, 
Italian, French, Spanish, German, Slavic, and 
Oriental peoples.
2. A specialized knowledge of whatever writers and 
literary works, forms, themes, media, and movements 
are appropriate to the teacher's particular field of 
interest and responsibility.
3. An ability to analyze and evaluate independently the 
various forms of imaginative literature as well as 
the utilitarian forms of verbal expression, and the 
insight to use suitable critical approaches in order 
to discover their literary and human values.
II. The teacher of English should have certain abilities and 
knowledge which belong to the science and the art of teaching 
language and literature.
A. These abilities include:
1. The ability to envision how his students may develop 
their potentialities through the study of language 
and literature.
2. The ability to excite their interest and direct their 
learning.
3. The ability to help them understand and use English 
practically and creatively.
4. The ability to elevate their taste and critical powers.
5. The ability to lead them to a perception of human 
problems and an appreciation of human values.
6. The ability to evaluate their progress and the efficacy 
of his own methods.
B. These abilities presuppose not only the fundamental but 
also the specialized knowledge and skills of the English 
language and literature which the teacher needs to fulfill 
his professional responsibility.
C. These abilities imply knowledge of the philosophies of 
education and the psychologies of learning as they relate 
to the study and teaching of the English language and its 
literature. Such knowledge:
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1. Reveals how an individual unfolds and grows through
his use and understanding of language and literature.
2. Supplies the teacher with a variety of methods for 
use in teaching his students the skills and arts 
which are appropriate to their level of attainment 
in English.
3. Informs the teacher of the relation which each phase
or level has to the total school, college, and 
university program.
4. Includes an awareness of the basic issues in the
teaching of English.
Opposition to the theme "a half-trained teacher is better than 
none" that appeared in the Hosic Report in 1917 again appeared in 1964 
to support the edict that "improving English instruction lies in 
improving teacher education" (Guth, 1964).
In English, more so than in other fields, it is not true 
that a half-trained teacher is better than none. The teacher 
of composition who marks papers only for mechanical correct­
ness cannot be defended on the grounds that at least he is 
teaching his students mechanics. By giving his students a 
distorted view of what is essential to good writing, he may 
choke off whatever conviction and articulateness they had 
previously achieved. He may prejudice them against future 
instruction of a more balanced kind— provided they are 
fortunate enough to have a second chance. Similarly, the 
teacher of literature who spends most of his time identifying 
the historical allusions in the poetry of Dryden is doing a 
job that in itself needs to be done. But when it is done to 
the exclusion of what is equally or more important, Dryden is 
done a perhaps fatal disservice. Too often, the student 
exposed to such treatment will never again on his own read 
neoclassical literature, or any earlier literature--or any 
literature.
Evans and others (1966), commenting on the national study of
English programs conducted by Squire, also stressed that improved
instruction results from improved teacher education.
. . . preliminary conclusions point dramatically to the 
importance of preparation. Generally, the best teaching 
came from teachers with the strongest preparation in English 
and the teaching of English. Included in their strong 
preparations in the field were good preparation in English 
methods and excellent student teaching experiences supervised
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by strong and helpful critics of cooperating English teachers 
in a secondary school.
Endorsement of improving instruction by improving teacher educa­
tion was explicit in the Illinois State-wide Curriculum Study Center 
in the Preparation of English Teachers (ISCPET). As Associate Direc­
tor of ISCPET, Evans provided leadership in attempting to improve 
teacher education. ISCPET provided a profile which included "minimal," 
"good," and "superior" qualifications for teachers in: "Knowledge of
Language," "Knowledge and Skills in Written Composition," "Knowledge 
and Skill in Literature," "Knowledge and Skill in Oral Communication," 
and "Knowledge and Skill in the Teaching of English." Evans and 
Walker (1966) summarized the levels of qualifications and the 
recommended competencies.
In these lists, the "minimal" level of qualification 
describes the competencies to be expected of a secondary 
school English teacher who has no more than a teaching minor 
in English. It may, however, also describe the competencies 
of an English major whose ability is only mediocre or whose 
college preparation has been of less than average quality.
The "good" level of qualification describes competencies 
reasonable to expect in able or fairly able English majors 
whose ability and college preparation have been average or 
better in quality.
The "superior" level of qualification describes competen­
cies to be expected in highly able persons whose college 
preparation has been of very good or excellent quality; it 
is likely to include graduate work and may require some years 
of teaching experience.
The "minimal" qualifications are not recommended. Rather, 
they are basic to attaining the "good" qualifications. Each 
college or university engaged in preparing secondary school 
teachers of English should, in the opinion of those 
responsible for this report, attempt to prepare teachers who 
have attained at least the "good" level.
Because of the length of these recommendations, a copy appears 
in Appendix 0.
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Recommendations similar to those of ISCPET were made as a result 
of a cooperative study by the National Association of State Directors 
of Teacher Education and Certification, the National Council of 
Teachers of English, and the Modern Language Association. This study 
developed guidelines for the preparation of both elementary and 
secondary English teachers. Unlike the ISCPET study, however, this 
study did not test assumptions through research. Its report was 
entitled Guidelines for the Preparation of Teachers of English (1967).
Unlike most certification and degree requirements, these profiles 
emphasized competencies not hours, courses, or degrees. Conant's 
statement (1963) that ". . . a  major may provide enough hours of study, 
but the level of competency in different areas is another matter" 
symbolized the emphasis on competencies to improve teacher education.
Although the profiles and emphasis on competencies exhibited that 
attention was directed toward improving teacher education, the problem 
of designing college or university programs to develop levels of com­
petencies and certification requirements to assure that attainment of 
these competencies was one waiting to be solved. Again the National 
Council of Teachers of English assumed the leadership role to attempt 
to design a model program. The Commission on the English Curriculum 
(1963) offered recommendations for literature, composition, language, 
related subjects, recent developments, and methods of teaching in The 
Education of Teachers of English.
English Lanugage:
Courses in the history and structure of the language, includ­
ing attention to modern English grammars and to usage, 
lexicography, and related studies
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Composition;
Courses in basic and advanced composition
Literature;
A balanced program leading to the understanding and appre­
ciation of both aesthetic and human values in literature, 
including some work in each of the following areas; surveys 
of English, American, world, and contemporary literature; 
types of literature; Shakespeare; literary criticism; litera­
ture written for adolescents
Related Subjects;
Courses and activities in speech, dramatics, and journalism
Courses in psychology of learning and adolescence
Recent Developments;
Training in the critical evaluation and appropriate use of 
autoinstructional materials and methods, team teaching, lay 
readers, educational television
Methods of Teaching:
A program which, in addition to methods of teaching 
literature, includes attention to the teaching of reading, 
composition, language, critical and creative thinking
Methods of providing for individual differences, 
motivating students and planning and organizing classwork 
while maintaining control and discipline and evaluating 
students' performances.
In addition to the 1963 recommendations, the Commission (1965) 
published Freedom and Discipline in English)which listed recommenda­
tions for professional standards.
Professional Standards
Certification standards in most states are far too low 
to guarantee that teachers admitted to the classroom are 
adequately prepared for the work they must do. The argument 
that short supply makes increased requirements impossible is 
self-defeating. Experience in other professions has shown 
that in the long run both quality and supply increase when 
requirements rise, because able students are attracted to 
those professions which set high standards for admission.
Because the machinery of state certification is complex and 
difficult to change, the onus at present must fall on college 
and university English departments to set, independently, 
sound requirements for graduation with teaching certificates 
in English.
Recommendation _1. That certification to teach secondary 
school English be based on evidence of credible work, at the
56
minimum of the following kinds:
formal study of the history and structure of the English 
language
study in rhetoric and composition above the level of the 
freshman course
work in critical theory and practice with attention to 
bibliography and literary sources
at least one course in speech and the oral interpretation 
of literature
two semester courses in American literature 
four semester courses in English literature, of which one 
should be the study of a single writer (preferably 
Shakespeare) in depth, and of which others should represent 
approaches not exclusively historical
at least one course in English social and cultural history 
enough study of one foreign language to guarantee reading 
facility.
Recommendation 2. That, in addition to the minimal require­
ments in subject matter, study in pedagogical processes include 
the following:
one course in the psychology of learning
one course in the methodology of the subject (selection of 
materials, lesson planning, curriculum development, review of 
relevant research)
one course in the history of American educational theory 
and institutions
one semester of full-time practice teaching under close and 
competent supervision.
Recommendation 3̂. That temporary certificates be valid for 
only one year at a time with renewal dependent on evidence of 
professional study, in the subject or in pedagogical 
processes, whichever may be lacking in the candidate's 
preparation to meet the requirements listed under Recommenda­
tions 1 and 2.
Recommendation 4. That school systems assume some responsi­
bility for the expense of study beyond that required for 
certification, through stipends, tuition-free courses, and 
substantial salary increments.
If instruction was to improve by improving the quality of teachers,
then the conditions under which teachers instruct must also improve.
To alleviate problems resulting from teaching conditions, the 1965
Commission also provided recommendations to improve teaching condi­
tions .
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Teaching Conditions: Although situations differ so greatly
that what may be reasonable teaching conditions in one place 
will be unreasonably difficult in another, the concensus of 
English teachers is that unless a ceiling for the teaching 
assignment can be established (Recommendations 5-7) there is 
little hope for materially improved instruction.
Recommendation 15. That the English teacher be assigned no 
more than four classes a day.
Recommendation That the average class size be no more 
than 25 pupils.
Recommendat ion 1_. That the English teacher be responsible 
for supervision of no more than one continuing extracurricular 
activity during a school year.
Recommendations 8 through 11 spelled out provisions for space, 
equipment, and clerical assistance.
Recommendation 8_. That specific classrooms be set aside for 
the teaching of English.
Recommendation j). That each of these classrooms be equipped 
with reference books and filing cabinets and wired for audio­
visual machines, and that all English teachers have access to 
a record player, tape recorder, television set, slide machine, 
motion-picture projector, and an opaque or overhead projector.
Recommendation 10. That space be provided for an English 
office equipped with a typewriter and a duplicating machine, 
and that clerical assistance be available for the cutting of 
stencils and the production of teaching materials.
Recommendation 11. That in addition to the annual budget 
for the school library, at least $1 per student per year be 
allotted for purchase and rental of special materials in 
English (books, slides, photographs, special issues of 
magazines, films, and the like).
The scope of Freedom and Discipline in English was far reaching. 
In addition to professional standards, teaching conditions, space, 
equipment, and clerical assistance, it also provided specific recom­
mendations regarding curriculum.
Curriculum: The catch-all character of many English
programs results in confusion of purpose and diffusion of 
responsibilities, both inimical to good instruction. The
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recommendations that follow are reminders both to the teacher 
and the administrator that clarity of definition is of 
primary importance.
Recommendation 12. That the scope of the English program be 
defined as the study of language, literature, and composition, 
written and oral, and that matters not clearly related to 
such study be excluded from it.
Recommendation 13. That the English curriculum of a school 
or a school system be the result of cooperative planning by 
the teachers engaged in teaching it, and that it represent a 
clearly defined sequence of study from grade to grade.
Recommendation 14. That significant data of students1 
performance (reading records, sample compositions, term 
tests) be accumulated in individual folders and passed on 
from year to year to successive English teachers.
The task of developing levels of teacher competency was one which 
went beyond establishing profiles and designing college programs. The 
shift in emphasis from hours or courses taken or degrees earned 
seemingly necessitated the need for some type of evaluative instru­
ment to measure these competencies. Conant (1963) predicted that 
English teachers would be required to write a comprehensive examina­
tion before earning certification. He stressed, however, that such a 
test would meet with opposition from both inside and outside the 
profession. Gerrietts (1966) suggested the possibility of profi­
ciency examinations!
Perhaps one of the things which may develop . . . which 
may be very promising for the future, will be some method 
of ascertaining the qualifications of an individual to be 
a teacher of English by some method other than course credits.
The teachers of foreign language, who might have been less 
readily expected to take such a venturesome step, have come 
to agree upon proficiency tests . Perhaps English too?
Certainly many of the instruments for evaluating the work 
of English teachers are simply general instruments for 
evaluating teachers, without special reference to English.
We must make ourselves identified. Dying is the notion 
that anybody who speaks English, and perhaps reads it, can 
teach it. The teaching of English is a very particularized
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and challenging profession.
In addition to attaining specified levels of competencies, 
teachers should be able to predict educational change. To meet the 
challenge of developments in a changing curriculum, English teachers 
must be prepared not only in the "what” and the "how" of English 
but must also be prepared to predict educational change (Farrell, 
1971);
A  central concern for those engaged in secondary programs 
of teacher education should be to help prospective secondary 
teachers to anticipate educational change and thereby to 
encourage their participating in and contributing to the 
direction of that change during their professional careers.
. . . education has been failing to respond adequately to a 
fast-changing society, one in which new ideas, new issues, 
new technology, and new social patterns demand new priori­
ties and performances from those who are at the center of 
the educational process, the teachers. The consequence of 
this failure has been a widening schism between the environ­
ment of the school and the environment of the young when 
out of school.
The Nineteenth Yearbook of the American Association for Teacher 
Education (Evans and others, 1966) revealed that only 72 percent of 
teachers employed in English programs had undergraduate degrees in 
English.
. . . only half (51.9 percent) of the secondary teachers 
consider themselves well prepared to teach literature; 
slightly more than one-third (36.6 percent), to teach 
composition; and slightly more than half (53.5 percent), 
to teach the English language. Fewer than one-third (32.7 
percent) feel well prepared to teach oral skills and only 
one-tenth (10 percent), to teach reading at the secondary 
leve1.
The findings of this national study complemented similar find­
ings of a previous national survey (Brett, 1964). "Only 50.6 percent 
of all secondary English classes nationally are even taught by 
teachers holding majors in the subject."
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Data, summarized from The National Interest and the Teaching 
of English (Committee, 1961), indicated that:
Only a fourth of the colleges require a course in the 
history of the English language.
Only 17.4 percent require a course in modern English 
grammar.
Fewer than 200 are graduating teachers of English informed 
about modern language study.
Only 41 percent require a course in advanced composition.
More than 50 percent require 18 to 24 semester hours in 
literature.
More than two-thirds require courses in English litera­
ture, American literature, and Shakespeare; only one-third 
require work in world literature.
Only one-fifth specify the need for a course in contemporary 
literature or in literary criticism or critical analysis.
Few institutions provide for the study of literature 
written for adolescents.
Only 51.5 per cent require a course in methods of teaching 
English.
In methods courses, more time is spent on the teaching of 
literature than on the teaching of grammar and the teaching 
of composition combined.
The preceding summary signaled an indictment against the quality 
of academic and professional preparation of English teachers.
A summary of data from The Continuing Education of Teachers of 
English (Committee, 1964) magnified not only the seemingly poor 
quality of academic and professional preparation of the novice but 
also the lack of continuing education on the part of experienced 
teachers. The indictment against the lack of continuing education was 
enhanced by the problem that only one-haIf of these practicing 
teachers had col lege majors in English.
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43.9 per cent rarely or never take courses during the evening; 
17.2 per cent rarely or never take summer courses; 70.6 per 
cent rarely or never take courses on weekends.
90 per cent never or rarely have an opportunity to take a 
sabbatical leave.
30.4 per cent have not taken a course in English for more 
than 10 years; 27.7 per cent have not completed any education 
courses.
Three-fifths have never had an opportunity to confer with a 
college professor of English, a college specialist in English 
education, or a special English supervisor.
Only one-third are often able to confer with a librarian 
or with fellow English teachers.
29.3 per cent never have an opportunity to attend a workshop 
or institute sponsored by a school district.
23.6 per cent never attend local professional meetings of 
English teachers; 48.8 per cent never attend state meetings;
82.1 per cent never attend national meetings.
As weaknesses in teacher preparation were defined and solutions
sought, the problem became increasingly complex as the English
teacher was faced with incorporating accountability concepts in English
programs. The edict that teachers were responsible for "producing"
knowledgeable students was apparent. The impact that accountability
concepts had on the teaching of English and the preparation of
English teachers W9s reflected in the following views:
. . .  we are witnessing throughout education the rebirth of 
the concept of mastery. For more than a generation, we have 
acted on the assumption that not everybody can learn what we 
teach. . . . New developments in associationist psychology 
coupled with a new zeal for analyzing more minutely what 
should be learned are offering us materials and techniques of 
teaching that assume failure-free learning for all (Commission, 
1966).
Numerous attempts to improve the teaching of English were 
apparent in the 1960's. Research at the national level unfolded
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negative implications for professional preparation. Lack of prepara­
tion and emphasis on hours or courses taken yielded to profiles and 
levels of competencies. Problems were defined and solutions offered.
And conclusions indicated that improved teacher education was seem­
ingly the greatest single answer to solving the dilemmas confronting 
English education in the 1970's.
SUMMARY
The literature reviewed indicated that, historically, having 
been originally introduced into the curriculum for the purpose of 
preparing a few people for the university, English in American 
secondary schools had remained primarily college preparatory in 
emphasis. This emphasis had continued despite continued efforts to 
make it relevant to the needs, interests, and abilities of students 
from diverse socio-economic, cultural-ethnic backgrounds.
While controversy remained as to whether language or literature 
should serve as the nucleus of the English program, there was con­
census that the curriculum should consist of integrated instruction 
in literature, composition, and language. In practice, however, 
teachers seemed to have settled on literature as the nucleus. There 
was little evidence that teachers had been successful in integrating 
the components. Research indicated that teachers devoted particular 
days or separate units to each of the three areas.
"Needs assessment" had received impetus during the 1970's.
That English teachers become familiar with needs assessment programs 
was imperative. There was concensus that the literature curriculum, the 
composition curriculum, and the language cux *iculum should be determined at
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the local level. There was concesus that the literature curriculum 
should consist of both extensive and intensive reading of selections 
chosen with recommendations frcm students; that teacher recommendations 
should be made on the basis of structure of the selection as well as 
on its level of difficulty and interest to students; and that litera­
ture should be taught inductively to lead students to discover elements 
within the selection for themselves.
There was concensus that the composition curriculum should con­
sist of a return to rhetoric: composition teachers should emphasize
the role of the writer, reader, message, purpose, and medium and give 
careful attention to pre-writing experiences and selection of 
assigned topics. While controversy remained regarding the best way to 
evaluate students' composition, there was concensus that the individual 
conference was one of the most successful devices for teaching composi­
tion and that time should be allotted for the teacher to spend con­
ferring with individual students.
The language curriculum should consist of less emphasis on 
grammar and the doctrine of correctness and more emphasis on usage and 
the doctrine of appropriateness. While controversy existed regarding 
the superiority of which grammar best improved students' writing, 
there was concensus that English teachers should have knowledge of at 
least three grammars (traditional, structural, and transformational) 
to make students aware of alternatives and options; that because 
students could not select appropriate alternatives and options without 
understanding other language aspects, language curriculums should be 
broadened to include a study of the history of the language, etymology,
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lexicography, semantics, and dialectology; and that these areas should 
be taught by the discovery method to increase students 1 sensitivity 
to language. There was also concensus that English teachers should 
have knowledge of reading skills to aid students to improve reading 
deficiencies.
The implementation of accountability concepts had influenced the 
defining of academic qualifications for teachers in terms of compe­
tencies in lieu of courses taken. There was concensus thats in addition 
to an understanding of human growth and development and the psychology 
of learning, English teachers should be competent in literature, compo­
sition, language, oral communication, and pedagogical processes; that 
renewal of professional certification should be based on further study 
of subject matter or professional education to remedy deficiencies; 
and that teachers should receive financial assistance to pursue 
studies in deficient areas.
Although English was accepted as a vital part of the total school 
curriculum, no other subject area had received so much criticism or 
had caused so much controversy over teachers' seeming inability to 
instruct students. English teachers faced societal pressures to 
"produce successful students." There was concensus that the heavy 
workload of English teachers was an obstacle to effective teaching; 
therefore, no English teacher should be assigned more than four 
classes per day, the size of which should not exceed twenty-five 
students; and no English teacher should be responsible for more than 
one extracurricular activity.
English instruction had been influenced by an array of innovations.
Employment of audio-visual equipment and variations in the use of 
staff, scheduling, and grouping students offered English teachers 
seemingly unlimited variety. There was concensus that English teachers 
should be familiar with innovations to consider adapting the best 
features to similar teaching situations.
Changes in literature, composition, and language teaching had 
been numerous; yet conclusive research was limited. There was con­
census that English teachers should become adept in research tech­
niques to aid in the search for conclusive evidence to improve 
instruction.
CHAPTER III
PROFESSIONAL TRAINING OF ENGLISH TEACHERS
The purposes of this study were to ascertain if English teachers 
in grades 9 through 12 of Louisiana public secondary schools: (1) had
pursued formal studies in English revisions; (2) were incorporating 
revised knowledge in literature, composition, and language; (3) were 
incorporating revised methodology in literature, composition, and 
language; and (4) were employing innovations.
As stated in Chapter I, data were collected from 1,552 question­
naires received from 60 public school systems: 488 questionnaires from
302 schools with an enrollment of less than 500 students; 415 question­
naires from 62 schools with an enrollment of 500 to 1,000 students; and 
649 questionnaires from 79 schools with an enrollment of more than 1,000 
students. Data were tabulated by frequency distributions.
Each of the 32 questions from the questionnaire will be discussed 
separately in order that the categories and findings may be understood 
more clearly. Questions will be categorized under three headings: 
Professional Training, Curriculum, and Innovations. Tables will be 
presented to illustrate frequency distributions and findings. Summaries 
will be provided after each question to highlight findings.
INSERVICE EDUCATION SINCE 1965
The amount of professional training in English indicated by the
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participants in this study is illustrated in Table 1. These data sum­
marize the number of teachers who engaged in inservice education in 
English revisions since 1965. The scatter-gram form of table was used to 
illustrate the types employed to provide inservice education for teachers 
employed in schools with (1) an enrollment of less than 500 students;
(2) an enrollment of 500 to 1,000 students; and (3) an enrollment of 
more than 1,000 students.
Of the 1,552 teachers responding to the question of whether or not 
they had engaged in inservice education in English revisions since 1965, 
a total of 965 or 62 percent responded positively; 543 or 35 percent 
responded negatively; and 44 or 03 percent included responses which were 
neither marked positive nor negative but which were answered subjec­
tively. Answers such as: "This is my first year of teaching" and "I
graduated from college in 1973" typify subjective responses. These 
types of responses were included in the tables in an "others" category.
Among the 488 participants teaching in a school with an enrollment 
of less than 500 students, a total of 212 or 43 percent responded posi­
tively; 252 or 52 percent responded negatively; and 24 or 05 percent 
responded subjectively.
Citing the types used to provide inservice education, the 212 par­
ticipants who responded positively indicated four techniques which were 
used over 50 percent of the time. Data indicate that; (1) the type 
"Special Workshops" was cited as being employed 151 or 71 percent of 
the time; (2) "Conferences with Teachers" was employed 122 or 58 percent 
of the time; (3) "Department Meetings" was employed 118 or 56 percent of 
the time; and (4) "Attendance at Professional Meetings" was employed 110 
or 52 percent of the time.
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Table 1
Types of Inservice Education Attended by Participating Teachers 
Classified According to School Size
■ F R E Q U E N C Y
Less than 500 500 to 1,000 More than 1,000
Type No. <%)a No. (%)b No. (%)C
Department Meetings 118 56 169 59 337 72
Conferences with Teachers 122 58 127 44 117 25
Summer Courses 99 47 145 51 123 26
Special Workshops 151 71 182 63 296 64
Attendance at Professional 
Meetings 110 52 134 47 288 62
Institutes 24 11 67 23 86 18
Classroom Intervisitations 65 34 94 33 106 23
Outside Consultants 88 42 180 63 133 29
Other Techniques Specified 4 02 7 02 28 06
Question No. 1, page 1 




Among the 415 participants teaching in a school with an enrollment 
of 500 to 1,000 students, a total of 287 or 69 percent responded posi­
tively; 126 or 30 percent responded negatively; and two or one percent 
responded subjectively.
Citing the type used to provide inservice education, the 287 par­
ticipants who responded positively indicated four types which were
used over 50 percent of the time. Data indicate that: (1) the type
"Special Workshops" was cited as being employed 182 or 63 perecnt of 
the time; (2) "Outside Consultants" was employed 180 or 63 percent of
the time; (3) "Department Meetings" was employed 169 or 59 percent of
the time; and (4) "Summer Courses" was employed 145 or 51 percent of 
the time.
Among the 649 participants teaching in a school with an enroll­
ment of more than 1,000 students, a total of 466 or 72 percent 
responded positively; 165 or 25 percent responded negatively; and 18 or 
three percent responded subjectively.
Citing the types used to provide inservice education, the 466 
participants who responded positively indicated three types which were 
used over 50 percent of the time. Data indicate that; (1) the type 
"Department Meetings" was cited as being employed 337 or 72 percent of 
the time; (2) "Special Workshops" was employed 296 or 64 percent of 
the time; and (3) "Attendance at Professional Meetings" was employed 
288 or 62 percent of the time.
The 965 teachers indicating that they had engaged in inservice 
education cited a total of 3,400 types of inservice education (a total 
of 781 types or 23 percent was cited by teachers employed in schools
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with an enrollment of less than 500 students; 1,105 types or 33 per­
cent, by the 287 teachers employed in schools with an enrollment of 500 
to 1,000 students; and 1,514 types or 45 percent by teachers employed 
in schools with an enrollment of more than 1,000 students.
Table 2 contains the types of inservice education cited by the 
965 participants who engaged in inservice education in English revisions 
since 1965. Data indicate that "Special Workshops" received the highest 
number of responses; "Department Meetings," the second highest number 
of responses; and "Attendance at Professional Meetings," the third 
highest number of responses. "Institutes" received the lowest number 
of responses. These data indicate that three types were employed over 
50 percent of the time: (1) the type "Special Workshops" was employed
629 or 65 percent of the time; (2) "department Meetings" was employed 
624 or 65 percent of the time; and (3) "Attendance at Professional 
Meetings" was employed 532 or 55 percent of the time.
Analyses of these data indicate that the larger the school en­
rollment the greater number of times the type "Department Meetings" was 
employed. This might be attributed to the need for coordination among 
personnel resulting from increased departmental complexity due to the 
increased number of personnel involved. Of special note is the use 
of the type "Special Workshops." Data indicate that the smaller the 
school enrollment the greater the number of times the type "Special 
Workshops" was employed. This might be attributed to an effort on the 
part of the administration to organize workshops to bring together 
teachers from schools with a small enrollment. These teachers, isolated
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Table 2
Summary of Types of Inservlce Education Attended by English 
Teachers Participating in This Study
F R E Q U E N C Y
Total No. of Responses
Type No. (%)a (%)°
Department Meeting 624 65 18
Conferences with Teachers 366 38 11
Summer Courses 367 38 11
Special Workshops 629 65 02
Attendance at Professional 
Meetings 532 55 02
Institutes 177 18 01
Classroom Intervisitation 265 27 01
Outside Consultants 401 42 01
Other Techniques Specified 39 04 00
Question No. 1, page 1 
aN * 965 
bN = 3,400
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from frequent contact with other English teachers because of size of 
student enrollment, would then be able to share ideas.
The number of participants responding positively to the question 
of whether or not they had engaged in inservice education in English 
revision since 1965 indicates that English teachers are engaging in 
inservice education in Louisiana public secondary schools. With the 
1975 legislative mandate that school systems provide inservice train­
ing for specified personnel, it is reasonable to assume that the total 
number of 965 participants or 62 percent who responded positively has 
increased. However, the question of whether or not this inservice 
training has included a study of English revisions since the data for 
this study were collected in 1975 lies dormant.
TEACHER TRAINING SINCE 1965
Table 3 reports the frequency distribution on the number of 
teachers who responded positively to the question of whether or not 
they had completed specified English courses at a college or university 
since 1965.
Of the 1,552 teachers responding to the question: "Have you com­
pleted a course in any of these English courses at a college or uni­
versity since 1965?" a total of 820 or 53 percent responded positively; 
716 or 46 percent responded negatively; and 16 or one percent did not 
respond. These were included in an "others" category.
Among the 488 participants teaching in a school with an enroll­
ment of less than 500 students, a total of 263 or 54 percent responded
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Table 3
College English Courses Completed by
Participating Teachers since 1965
F R E Q U E N C Y
Less than 500 500 to 1,000 More than 1,000
Course No. af No. (%)b No. (%)C
Introduction to 
Linguistics 151 57 179 94 130 36
Structural Grammar 108 41 180 94 160 44
Generative Grammar 35 13 36 19 43 12
Transformational Grammar 104 40 150 79 133 36
Transformational- 
Generative Grammar 35 13 32 17 41 11
History of the English 
Language 110 42 119 62 153 42
Teaching of the Structure 
of Literature as 
External Form 51 19 36 19 63 17
Recurrent Theme 83 32 52 27 73 20
Matrix 18 07 15 08 28 08
Teaching of Literature 
from the 
Formalistic Approach 64 24 62 32 91 25
Psychological Approach 82 31 81 42 89 24
Mythological and 
Archetypal Approach 68 26 68 36 72 20
Exponential Approach 15 06 7 04 13 04
Sociological Approach 69 26 65 34 80 22
Linguistic Approach 49 19 62 32 45 12
Appreciative Approach 171 65 161 84 130 36
Aristotelian Approach 30 11 30 16 35 10
Teaching of Composition 
with Emphasis on the Role 
of the Sender, the Receiver 
and the Medium 81 31 67 35 68 19
Teaching of Composition 
with Emphasis on Process- 
Development of Strategy 
for Presenting Ideas, 
Definition of Audience, 
Selection of Tone & Voice 
& Choice of Argument *119 45 116 61 106 29
Question No. 2, page 1
aN = 263; bN = 191; CN = 366.
74
positively; 220 or 45 percent responded negatively; and five or one 
percent did not respond.
Of the English courses completed since 1965, the 263 participants 
who responded positively indicated two courses which were completed 
over 50 percent of the time. Data indicate that; (1) the course 
"Teaching of Literature from the Appreciative Approach" was cited as 
being completed 171 or 65 percent of the time; and (2) the course 
"Introduction to Linguistics" was cited as being completed 151 or 57 
percent of the time.
Among the 415 participants teaching in a school with an enroll­
ment of 500 to 1,000 students, a total of 191 or 46 percent responded 
positively; 221 or 53 percent responded negatively; and three or one 
percent did not respond.
Of the English courses completed since 1965, the 191 participants 
who responded positively indicated five courses which were completed 
over 50 percent of the time. Data indicate that; (1) the course 
"Structural Grammar" was cited as being completed 180 or 94 percent of 
the time; (2) "Introduction to Linguistics," 179 or 94 percent of the 
time; (3) "Teaching of Literature from the Appreciative Approach," 161 
or 84 percent of the time; and (4) "Teaching of Composition with 
Emphasis on Process-Development of Strategy for Presenting Ideas, 
Definition of Audience, Selection of Tone and Voice, and Choice of 
Argument," 116 or 61 percent of the time.
Among the 649 participants teaching in a school with an enroll­
ment of more than 1,000 students, a total of 366 or 57 percent responded
75
positively; 275 or 42 percent responded negatively; and eight or one 
percent did not respond.
Of the English courses completed since 1965, the 366 partici­
pants who responded positively indicated that no courses were com­
pleted over 50 percent of the time. However, "Structural Grammar" was 
cited as being completed 161 or 44 percent of the time and "History of 
the English Language" was cited as being completed 154 or 42 percent of 
the time.
The 820 teachers indicating that they had completed courses cited 
a total of 4,514 completed courses (a total of 1,443 completed courses 
or 32 percent was cited by teachers employed in schools with an enroll­
ment of less than 500; 1,518 completed courses or 34 percent was cited 
by teachers employed in schools with an enrollment of 500 to 1,000 
students; and 1,553 completed courses or 34 percent was cited by 
teachers employed in schools with an enrollment of more than 1,000 
students).
Presented in Table 4 are the courses cited by the 820 participants 
who completed courses in English revisions at a college or university 
since 1965. Data indicate that; (1) courses related to literature 
teaching received the highest number of responses; (2) courses related 
to language teaching received the second highest number of responses; 
and (3) courses related to composition teaching received the lowest 
number of responses. These data indicate that three courses were com­
pleted over 50 percent of the time: (1) the course "Teaching of
Literature from the Appreciative Approach" was completed 462 or 52
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Table 4
Summary of College English Courses Completed 





E Q U E N C Y 
No. of Responses
(%)a (%)b
Introduction to Linguistics 460 56 10
Structural Grammar 448 55 11
Generative Grammar 114 14 03
Transformational Grammar 387 47 09
Transformational-Generative Grammar 108 13 02
History of the English Language 382 47 08
Teaching of the Structure of
Literature as
External Form 150 18 03
Recurrent Theme 208 25 05
Matrix 61 07 01
Teaching of Literature from the
Formalistic Approach 217 26 05
Psychological Approach 252 31 06
Mythological and Archetypal
Approach 208 25 05
Exponential Approach 35 04 01
Sociological Approach 214 26 05
Linguistic Approach 156 19 03
Appreciative Approach 462 56 10
Aristotelian Approach 95 12 02
Teaching of Composition with
Emphasis on the Role of the
Sender, the Receiver, and
the Medium 216 26 05





Selection of Tone and Voice,
and Choice of Argument 341 42 08
Question No. 2, page 1 
aN = 820 
bN = 4,514
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percent of the time; (2) "Introduction to Linguistics" was completed 
460 or 56 percent of the time overall; and (3) "Structural Grammar" 
was completed 448 or 55 percent of the time.
Analyses of these data indicate that the percentage of teachers 
completing courses in English revisions since 1965 had little variation 
according to school enrollment. This might be attributed to Louisiana 
colleges and universities having implemented the 1967 guidelines estab­
lished by the English Teacher Preparation Study to improve the prepara­
tion of elementary and secondary teachers of English. The number of 
participants responding positively to the question of whether or not 
they had completed one or more courses in English revisions since 1965 
indicate that English teachers have completed courses in English 
revisions in Louisiana public secondary schools.
Of particular note is that data indicate that English teachers 
have completed courses to a seemingly well balanced degree in each of 
the three main areas of English: studies in literature, language, and
composition— defined in 1958 by the National Council of Teachers of 
English as the three main areas of English curriculum. This might be 
attributed to the teacher training institutions having responded to 
the call of the National Council of Teachers of English in the early 
1960's to provide a tripartite division with no one dominant area.
This might also be attributed to a response to the criticisms raised 
at the 1966 Dartmouth Conference that the curriculum offerings of 
teacher training institutions were too limited.
Of particular note also is that participants completed courses 
in language. This might be attributed to the interest in language
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that predominated during the 1960's.
With the emphasis in 1977 on "returning to basics," with the 
indications in this study to offer "phase electives," and with the 
problems highlighted in the related literature to define "what is 
English," it is reasonable to assume that teacher training institutions 
may be called upon by organizations such as the National Association 
of State Directors of Teacher Education and Certification, the National 
Council of Teachers of English, and the Modern Language Association of 
America to adjust curriculum offerings. However, the answer to the 
question of what direction if any will this call for a return to 
basics cause teacher training institutions to take is an answer to be 
ascertained in future studies.
INCORPORATED CONCEPTS 
Illustrated in Table 5 is the frequency distribution on the num­
ber of teachers who responded positively to the question of incorporating 
concepts according to individual courses of instruction, units of 
instruction, or introduction to materials.
Of the 820 teachers responding to the question of incorporating 
concepts according to individual courses of instruction, units of 
instruction, or introduction to materials, a total of 372 or 45 perce 
responded positively; 375 or 46 percent responded negatively. Marking 
the concept and not the organization or marking two or more organiza­
tional patterns for one concept defines "incorrect response." A total 
of 73 or nine percent of the responses was marked incorrectly.
Among the 263 participants teaching in a school with an enrollment
Table 5
Concepts Incorporated into Classroom Instruction
F R E Q U E N C Y
Less than 500a 500 to l,000b More than l,000c
A B C A B C A B C
No. (%) No. (%) No, (%) No. (%) No. (%) No. (%) No. No. (%) No. (7,)
Introduction to
Linguistics 1 01
Structural Grammar 13 10
Generative Gransnar 1 01
Transformational Grammar 4 03
Transformationa1-Generative
Grammar 3 02
History of the English
Language 3 02
Structure of Literature 5 04
External Form 5 04
Recurrent Theme 0 00
Matrix 0 00
Approach to Literature Study 19 15
Formalistic Approach 2 02
Psychological Approach 2 02
Mythological and
Archetypal Approach 3 02
Exponential Approach 0 00
Sociological Approach 3 02
Linguistic Approach 2 02
Appreciative Approach 7 06
Aristotelian Approach 0 00
24 19 22 18 7 08 15 18
60 48 11 09 13 15 54 63
8 06 3 02 1 01 14 16
16 13 12 10 1 01 19 22
5 04 7 06 2 02 5 06
32 26 37 30 5 06 30 35
79 64 30 24 4 05 43 51
37 30 12 10 2 02 21 25
28 23 15 12 1 01 17 20
14 11 3 02 1 01 5 06
164 13 68 58 22 26 139 16
23 19 7 06 4 05 18 21
21 17 12 10 3 04 21 25
11 09 7 06 0 00 17 20
9 07 2 02 0 00 5 06
19 15 7 06 2 02 16 19
21 17 14 11 3 04 16 19
57 46 18 15 8 09 46 54
3 02 1 01 2 02 9 00
20 24 12 07 23 14 30 18
13 15 20 12 96 59 10 06
4 05 2 01 8 05 6 04
6 07 4 02 25 15 13 08
7 08 0 00 8 05 3 02
28 33 10 06 36 22 38 23
18 21 17 10 86 53 36 22
9 11 11 07 38 23 12 07
9 11 6 04 41 25 17 10
0 00 0 00 7 04 7 04
78 92 64 238 137
8 09 9 06 39 24 24 15
11 13 13 08 30 18 28 17
10 12 7 04 23 14 16 10
3 04 2 01 12 07 5 03
14 16 9 06 36 22 22 13
9 11 2 01 22 13 13 08
20 24 21 13 69 42 23 14
3 04 1 01 7 04 6 04
Question No. 3, Page 2. aN » 124; bN = 85; CN = 163.
80
of less than 500 students, a total of 124 or 47 percent responded posi­
tively; 127 or 48 percent responded negatively; and 12 or five percent 
responded incorrectly.
Of the incorporated concepts organized as "Individual Courses of 
Instruction," the 124 participants who responded positively indicated 
a total of 49 concepts organized as individual courses of instruction. 
The courses receiving the highest number of responses included "Ap­
proaches to Literature Study," 19 individual courses of instruction; 
"Structural Grammar," 13 individual courses of instruction; and "Struc­
ture of Literature," five individual courses of instruction.
Of the incorporated concepts organized as "Units of Instruction," 
the 124 participants who responded positively indicated a total of 388 
concepts organized as units of instruction. The courses receiving the 
highest number of responses included "Approaches to Literature Study," 
164 units of instruction; "Structure of Literature," 79 units of in­
struction; and "Structural Grammar," 60 units of instruction.
Of the incorporated concepts organized as "Introduction to 
Materials," the 124 participants who responded positively indicated a 
total of 190 concepts organized as introduction to materials. The 
courses receiving the highest number of responses included "Approaches 
to Literature Study," 68 introduction to materials; "Structure of 
Literature," 30 introduction to materials; and "History of the English 
Language," 37 introduction to materials.
Among the 191 participants teaching in a school with an enroll­
ment of 500 to 1,000 students, a total of 85 or 45 percent responded 
positively; 79 or 41 percent responded negatively; and 27 or 14 percent
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responded incorrectly.
Of the incorporated concepts organized as "Individual Courses of 
Instruction," the 85 participants who responded positively indicated 
a total of 55 concepts organized as individual courses of instruction. 
The courses receiving the highest number of responses included 
"Approaches to Literature Study," 22 individual courses of instruction; 
"Structural Grammar," 13 individual courses of instruction; and "Intro­
duction to Linguistics," seven individual courses of instruction.
Of the incorporated concepts organized as "Units of Instruction," 
the 85 participants who responded positively indicated a total of 319 
concepts organized as units of instruction. The courses receiving the 
highest number of responses included "Approaches to Literature Study," 
139 units of instruction; "Structural Grammar," 54 units of instruc­
tion; and "Structure of Literature," 43 units of instruction.
Of the incorporated concepts organized as "Introduction to Mate­
rials," the 85 participants who responded positively indicated a total 
of 174 concepts organized as introduction to materials. The courses 
receiving the highest number of responses included "Approaches to 
Literature Study," 78 introduction to materials, "History of the 
English Language," 28 introduction to materials; "Introduction to 
Linguistics," 20 introduction to materials.
Among the 366 participants teaching in a school with an enroll­
ment of more than 1,000, a total of 163 or 45 percent responded 
positively; 169 or 46 percent responded negatively and 34 or nine 
percent responded incorrectly.
Of the incorporated concepts organized as "Individual Courses of
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Instruction,” the 163 participants who responded positively indicated a 
total of 129 concepts organized as individual courses of instruction. 
The courses receiving the highest number of responses included 
"Approaches to Literature Study,” 64 individual courses of instruction; 
"Structural Grammar,” 20 individual courses of instruction; and "Struc­
ture of Literature," 17 individual courses of instruction.
Of the incorporated concepts organized as "Units of Instruction," 
the 163 participants who responded positively indicated a total of 520 
concepts organized as introduction to materials. The courses receiving 
the highest number of responses included "Approaches to Literature 
Study," 238 concepts organized as units of instruction. The courses 
receiving the highest number of responses included "Approaches to 
Literature Study," 238 units of instruction; "Structural Grammar," 96 
units of instruction; and "Structure of Literature," 86 units of 
instruction.
Of the incorporated concepts organized as "Introduction to 
Materials," the 163 participants who responded positively indicated 
a total of 273 concepts organized as introduction to materials. The 
courses receiving the highest number of responses included "Approaches 
to Literature Study," 137 introduction to materials; "History of the 
English Language," 38 introduction to materials; and "Structure of 
Literature," 36 introduction to materials.
The number of concepts incorporated by the participants in this 
study summarizes each category of concepts based on the total number 
of incorporated concepts.
The 372 teachers indicating that they were incorporating concepts
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cited a total of 2,097 concepts (a total of 627 concepts or 30 percent 
was cited by teachers employed in schools with an enrollment of less 
than 500 students; 548 concepts or 26 percent was cited by teachers 
employed in schools with an enrollment of 500 to 1,000 students; and 
922 concepts or 44 percent was cited by teachers employed in schools 
with an enrollment of more than 1,000 students.
Contained in Table 6 are the concepts cited by the 372 partici­
pants who incorporated concepts as "Individual Courses of Instruction," 
"Units of Instruction," or "Introduction to Materials." These data 
indicate that the five concepts receiving the highest number of 
responses include: (1) "Approaches to Literature Study"; (2) "Struc­
ture of Literature"; (3) "Structural Grammar"; (4) "History of the 
English Language"; and (5) "Introduction to Linguistics."
Analyses of these data indicate that the number of incorporated 
concepts had little variation according to size of student enrollment. 
This might be attributed to Louisiana colleges and universities 
having implemented the 1967 guidelines established by the English 
Teacher Preparation Study to employ the eclectic approach to litera­
ture teaching, to teach the structure of a piece of literature, and 
to incorporate linguistic concepts.
The number of participants responding positively to the question 
of incorporating concepts as individual courses of instruction, units 
of instruction, and introduction to materials indicates that although 
820 teachers or 53 percent indicated that they had completed one or 
more courses in a college or university since 1965, only 372 or 45 
percent of these teachers indicated that they were incorporating these
Table g
Concepts Incorporated into Classroom Instruction-- 
Suramary of All Participating Schools
__________F R E Q U E N C Y ____________
A B C 3 Total Response^
Course No. (%) No. (%) No. (%) No. <%) <%)
Introduction to Linguistics 20 09 62 05 72 11 154 41 07
Structural Grammar 46 20 210 17 34 05 290 78 14
Generative Grammar 4 02 30 02 13 02 47 12 02
Transformational Grammar 9 04 60 05 31 05 100 27 05
Transformational-Generative Grammar 5 02 18 01 17 03 40 11 02
History of the English Language 18 08 98 08 103 16 219 59 10
Structure of Literature
External Form 18 08 96 08 33 05 147 40 07
Recurrent Theme 7 03 86 07 41 06 134 37 06
Matrix 1 00 26 02 10 02 37 10 02
Approaches to Literature Study
Formalistic Approach 15 06 80 07 39 06 134 36 06
Psychological Approach 18 08 72 06 51 08 141 38 07
Mythological and Archetypal Approach 10 04 51 04 33 05 94 25 04
Exponential Approach 2 01 26 02 10 02 38 10 02
Sociological Approach 14 06 71 06 43 07 128 34 06
Linguistic Approach 7 03 59 05 36 06 102 27 05
Appreciative Approach 36 15 172 14 61 10 269 72 13
Aristotelian Approach 3 01 10 01 10 02 23 06 01
Question No. 3, page 2.
aN = 233, 1,227, and 637 respectively.
^N = 372 and 2,097 respectively.
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concepts in their classrooms. This might be attributed to a lack of 
interest or a lack of security on the part of the classroom teacher. 
This might also be attributed to factors over which the classroom 
teacher has no control: lack of administrative leadership, lack of
funds, and lack of student interest.
Of particular note is the order of the five concepts receiving 
the highest number of responses: Total Overall— "Approaches to
Literature Study," "Structure of Literature," "Structural Grammar," 
"History of the English Language," and "Introduction to Linguistics." 
Overall A — "Approaches to Literature Study," "Structural Grammar," 
"Structure of Literature," "Introduction to Linguistics," and "History 
of the English Language." Overall B — "Approaches to Literature 
Study," "Structural Grammar," "Structure of Literature," "History of 
the English Language," and "Introduction to Linguistics." Overall 
C--"Approaches to Literature Study," "History of the English Language," 
"Structure of Literature," "Introduction to Linguistics," and "Struc­
tural Grammar."
Of particular note is that data indicate that incorporated con­
cepts include areas which received emphasis in the professional 
literature published during the 1960's: emphasis on the eclectic
approach to literature teaching, emphasis on the structure of subject 
matter, and emphasis on language studies; namely, the history of the 
English language and linguistic concepts. However, although the 
number of teachers incorporating concepts included only 372 or 24 
percent of the total 1,552 participating teachers or 372 or 17 percent
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of the total 2,135 surveyed teachers, data indicate that concepts 
related to approaches to literature study, structure of subject matter, 
and linguistic concepts are incorporated in Louisiana secondary schools 
regardless of the number of students enrolled. Further research is 
needed to ascertain if the number of incorporated concepts has in­
creased or decreased. It is reasonable to assume that the total 
number of 372 or 17 percent who indicated they were incorporating 
concepts has increased as a result of continued professional emphasis 
on the eclectic approach to literature studies, structure of subject 
matter, and linguistic concepts.
COURSES OFFERED
Number of Semesters and Grade Level
In Tables 7, 8, and 9 the frequency distribution of the number 
of semesters of literature, composition, and language and the grade 
level at which each course is offered are illustrated.
Of the 1,552 teachers who participated in this study, 1,195 or 
77 percent indicated the number of semesters of literature, composition, 
and language and the grade level at which each course is offered; 357 
or 23 percent was included in an "others" category (183 or 12 percent, 
"no response"; 85 or five percent "subjective response"; and 89 or 
six percent "incorrect response.") Comments such as "I teach reading" 
or "Impossible to indicate" typify subjective responses. Marking the 
grade with an "x" in lieu of indicating the number of semesters or 
marking two or more of the semesters instead of selecting one of five 
choices defines "incorrect response."
Table 7
Number of Semesters and Grade Levels at Which Literature,
Composition, and Language Are Offered
in Schools of Less than 500 Students
F R E Q U E N C Y
Grade Level Ninth Tenth Eleventh Twelfth
Semester ^ 2 3 4 5+ No. (%) 1 2 3 4 5 + No. (7o) 1 2 3 4 5 + No. (7.) 1 2 3 4 5+ No. (7.)
Course
Literature3 134 75 26 35 26 296 28 131 54 1 112 20 318 30 110 54 1 35 26 226 21 104 49 0 35 36 224 21
Composition1* 80 78 15 77 15 265 43 49 58 0 16 1 124 20 48 51 0 17 1 117 19 38 48 0 17 3 106 18
Language0 76 69 4 25 1 175 29 58 54 4 24 10 150 24 56 51 4 25 10 146 24 55 47 10 24 5 141 23
Question No. 4, page 2 --a





Number of Semesters and Grade Levels at Which Literature, 
Composition, and Language Are Offered in 
Schools of 500 to 1,000 Students
F R E Q U E N C Y
Grade Level Ninth Tenth Eleventh Twelfth
Semester 1 2 3 4 5+ No. (%) 1 2 3 4 5+ No. (%) 1 2 3 4 5+ No. (%) 1 2 3 4 5+ No. (%)
Course
Literature* 64 101 6 22 18 211 32 47 68 4 25 24 168 26 36 52 3 28 24 143 22 27 55 3 22 25 132 20
Composition15 36 87 0 19 9 151 30 30 67 6 21 13 137 27 27 61 3 21 13 125 24 19 43 3 18 13 96 19
Language0 50 89 4 12 10 165 31 37 59 7 13 15 131 25 33 55 9 13 15 125 24 31 46 9 10 13 109 20
Question No. 4, page 2 --a 
aN - 654 
hfl « 509 
CN = 530
Table 9
Number of Semesters and Grade Levels at Which Literature,
Composition, and Language Are Offered in
Schools of More than 1,000 Students
F R E Q U E N C Y
Grade Level Ninth Tenth Eleventh Twelfth
Semester 1 2 3 4 5+ No. (%) 1 2 3 4 5+ No. (%) 1 2 3 4 5+ No. (%) 1 2 3 4 5+ No. (%)
Course
Literature3 51 93 7 26 34 211 26 51 103 11 22 34 221 28 35 76 11 25 41 188 23 30 86 9 21 38 184 23
Composition15 24 84 13 70 24 215 27 39 100 11 29 26 205 26 31 81 13 30 29 184 24 26 89 12 30 28 185 24
Language0 26 79 4 18 21 148 24 41 83 3 18 22 167 27 34 71 5 20 25 155 25 30 64 7 20 25 146 24
Question No. 4, page 2 --a 
aN - 804 





Among the 488 participants teaching in a school with an enrollment 
of less than 500 students, a total of 438 or 90 percent indicated the 
number of semesters and the grade level at which literature, composition, 
and language were offered; a total of 50 or 10 percent was included in 
an "others" category (15 or 03 percent "no response"; 27 or five percent 
"subjective response"; and eight or 02 percent "incorrect response").
Data indicate a consistent order for grades 10, 11, and 12: 
literature received the highest number of responses; language received 
the second highest number of responses; and composition received the 
lowest number of responses. Grade 9 varied from this order: literature,
highest number of responses; composition, second highest number of 
responses; and language, lowest number of responses.
Among the 415 participants teaching in a school with an enrollment 
of 500 to 1,000 students, a total of 306 or 74 percent indicated the 
number of semesters and the grade level at which literature, composition, 
and language were offered; and 109 or 26 percent was included in an 
"others" category (68 or 16 percent, "no response"; 20 or five percent, 
"subjective response"; and21 or. five percent "incorrect response").
Data indicate consistent order for grades 9 and 12: literature
received the highest number of responses; language received the second 
highest number of responses; and composition received the lowest number 
of responses. The order for grades 10 and 11 varied slightly: litera­
ture received the highest number of responses; compositive received the 
second highest number of responses; language received the lowest number 
of responses for grade 10; language and composition received an equal 
number of responses in grade 11 for the second highest number of responses.
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Among the 649 participants teaching in a school with an enrollment 
of more than 1,000 students, a total of 451 or 69 percent indicated the 
number of semesters and the grade level at which literature, composition, 
and language were offered; and 198 or 30 percent was included in an 
"others" category (100 or 50 percent, "no response"; 38 or 06 percent, 
"subjective response"; and 60 or nine percent, "incorrect response").
Data indicate consistent order for grades 9 and 12 and grades 10 
and 11 respectively: composition received the highest number of
responses for grades 9 and 12; literature received the second highest 
number of responses; and language received the lowest number of responses. 
Literature received the highest number of responses for grades 10 and 
11; composition, the second highest number of responses; and language, 
the lowest number of responses. In grades 9 through 12 language 
received the lowest number of responses.
Participants specified 160 courses in addition to literature, com­
position, and language. These specified courses included 12 courses in 
schools with an enrollment of less than 500 students: reading (4), mini-
courses (4), spelling (3), and vocational English (1); 61 courses in 
schools with an enrollment of 500 to 1,000 students: phase electives
(37), reading (9), spelling (6), vocational English (4), media (3), 
journalism (1), speech (1); and 87 courses in schools with an enrollment 
of more than 1,000 students; phase electives (29), reading (22), speech 
(9), communication (5), vocational English (5), journalism (4), media 
(3), film (3), library (3), drama (1), spelling (1), careers (1), and 
humanities (1).
Table 10 contains the total number of semesters and the grade
Table 10
Summary of Number of Semesters and Grade Levels at Which
Literature, Composition, and Language Are Offered in
All Participating Schools
F R E Q U E N C Y
Grade Level Ninth Tenth Eleventh Twelfth
Semester 1 2 3 4 5+ No. (%f 1 2 3 4 5+No.(%)° 1 2 3 4 5+ No.(%)c 1 2 3 4 5+ No. (%f
Course
Literature 249 269 39 83 78 718 39 229 225 16 159 78 707 43 181 182 15 88 91 557 40 161 190 12 78 99 540 41
Composition 140 249 28 166 48 631 34 118 225 17 66 40 466 29 106 193 16 68 43 426 30 83 180 15 65 44 387 29
Language 152 237 12 55 32 488 27 136 196 14 55 47 448 28 123 177 18 58 50 426 30 116 157 26 54 43 396 30
Question No. 4, page 2 — a
aN = 1,839 bN - 1,621
CN - 1,409 dN = 1,323
level at which literature, composition, and language are offered.
These data indicate consistent order for grades 9 and 10: literature
received the highest number of responses; composition received the 
second highest number of responses; and language received the lowest 
number of responses. Literature received the highest number of 
responses for grades 11 and 12; composition and language tied in grade
11 for the second highest number of responses; language received the 
second highest number of responses in grade 12; and composition 
received the lowest number of responses.
Data indicate that participants responded 6,190 times: (1)
courses offered (literature--2,522; composition--1,910; and language —  
1,758); (2) grade levels (ninth, 1,837; tenth, 1,621; eleventh, 1,409; 
twelfth, 1,323); and (3) number of semesters (1--1,794; 2--2,480; 
3--228; 4 — 995; and 5— 693).
Analyses of these data indicate that literature received the 
highest number of responses for grades 9 through 12 in schools with 
an enrollment of less than 500 students and 500 to 1,000 students. 
Language received the lowest number of responses for grades 9 through
12 in schools with an enrollment of more than 1,000 students. This 
might be attributed to an overemphasis of literature in smaller 
schools and an underemphasis of language in larger schools. Of 
special note is the inconsistency in the order of courses in schools 
with varying sizes of enrollments. This might be attributed to:
(1) schools with an enrollment of less than 500 students being limited 
by the number of teachers (a few teachers responsible for instructing 
all students in all courses in grades 9 through 12); (2) schools with
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an enrollment of more than 1,000 students assigning teachers to spe­
cialize in a particular area of instruction at a particular grade level; 
and (3) schools with an enrollment of 500 to 1,000 students being too 
small to specialize in a particular area of instruction at a particular 
grade level yet too large to be limited by the employment of a few 
teachers.
Data also indicate that overall: (1) literature was offered more
than composition and language were offered; and (2) composition was 
offered more than language. This might be attributed to an over­
emphasis of literature or to a continuation of the emphasis that each 
course has received as published in professional literature and 
summarized in Chapter 2.
Data also indicate that overall the number of courses offered 
at each grade level decreased. This might be attributed to students' 
completing the required number of courses needed to graduate as 
specified in Bulletin 741 of the Louisiana State Department of Educa­
tion.
Data also indicate that overall the number of semesters of 
courses offered was greater at "1, 2, and 4" as compared to "3 and 5." 
This might be attributed to: (1) an attempt to avoid fragmentation
by offering courses for two semesters; (2) the impact of Bulletin 
741, which specifies "1/2 or 1" Carnegie units; (3) the addition of 
a variety of specialized electives to the English curriculum; and (4) 
an attempt to meet the needs of students who require remediation.
The number of participants indicating the number of semesters of 
literature, composition, and language offered and the grade level at
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which each course is offered indicates that English teachers are 
instructing students in each of the tri-component areas in addition 
to instructing students in a variety of electives. With increased 
emphasis on educating students from multi-ethnic backgrounds, it is 
reasonable to assume that the total number of language courses offered 
will increase beyond the number indicated in this study. With in­
creased emphasis on composition as an important part of college 
entrance examinations, it is reasonable to assume that composition 
will receive greater emphasis than that indicated in this study. And 
with increased emphasis on students' inability to read, it is reason­
able to assume that literature courses will be affected. Perhaps 
additional reading courses will be offered to provide remediation.
Perhaps literature courses will become specialized courses for aca­
demically able students. However, research on the impact that current 
emphases will have on future curriculum offerings is needed.
Approximate Percentage of Allocated Time
Tables 11, 12, and 13 report the frequency distribution of the 
approximate percentage of time allocated to the teaching of literature, 
composition, and language and the grade level at which each percentage 
is allocated.
Of the 1,552 participants who participated in this study, 1,436 or 
93 percent indicated the approximate percentage of time allocated to the 
teaching of literature, composition, and language and the grade level at 
which each percentage is allocated; 116 or seven percent were included in 
an "others" category (91 or six percent "no response"; 23 or one percent,
Table 11
Time Allocated to the Teaching of Literature, Composition, 
and Language in Schools with dn Enrollment 
of Less Than 500 Students
F R E Q U E N C Y
Grade Level Ninth Tenth Eleventh Twelfth
Percent of Time 25 50 100 No. (%) 25 50 100 No. (%) 25 50 100 No. (%) 25 50 100 No. (%)
Area______________
Literature3 79 175 3 257 31 62 110 4 176 21 45 162 4 211 25 41 118 31 190 23
Composition15 166 58 1 225 30 125 65 1 191 25 110 56 3 169 22 106 65 6 177 23
Language0 90 48 4 142 30 78 35 4 117 25 80 27 3 110 23 86 17 4 107 22
Question No. 4, page 2 — b 
aN = 834 




Time Allocated to the Teaching of Literature, Composition,
and Language in Schools with an Enrollment
of 500 to 1,000 Students
F R E Q U E N C Y
Grade Level Ninth Tenth Eleventh Twelfth
Percent of Time 25 50 100 No. (%) 25 50 100 No.■ (%) 25 50 100 No. (%) 25 50 100 No. <%)
Area
Literature3 55 170 3 228 30 36 172 6 214 28 24 151 3 178 24 21 114 4 139 31
Composition'5 124 64 7 195 37 74 56 3 133 25 75 37 1 113 21 68 21 1 90 17
Language0 130 73 10 213 31 108 74 6 188 27 90 65 7 162 24 70 49 6 125 18
Question No. 4, page 2 - -b









Time Allocated to the Teaching of Literature, Composition,
and Language in Schools with an Enrollment
of More Than 1,000 Students
F R E Q U E N C Y
Grade Level Ninth Tenth Eleventh Twelfth
Percent of Time 25 50 100 No. (%) 25 50 100 No. (%) 25 50 100 No. (%) 25 50 100 No. (%)
66 184 11 261 25 40 236 11 287 28 47 210 14 271 26 38 168 17 223 21
118 93 12 223 23 165 111 8 284 29 165 84 11 260 26 115 93 11 219 22
93 29 5 127 24 126 21 3 150 28 117 16 4 137 26 92 17 7 116 22
Question No. 4, page 2--b 
aN * 1,042 




"subjective response"; and 2 or less than one percent, "incorrect re­
sponse") .
Comments such as "I teach reading" or "Impossible to separate" 
typify subjective responses. Marking the grade level with an "x" in 
lieu of indicating the approximate percentage of allocated time or 
marking two or more percentages instead of selecting one of the three 
choices defines incorrect responses.
Among the 488 participants teaching in a school with an enroll­
ment of less than 500 students, a total of 476 or 97 percent indicated 
the approximate percentage of time allocated to the teaching of litera­
ture, composition, and language and the grade level at which each 
percentage is allocated; 12 or two percent was included in an "others" 
category (eight or two percent, "no response"; and four or one percent, 
subjective response").
Data indicate a consistent order in the percentage of time allo­
cated to the teaching of composition and language in grades 9 through 
12; "25 percent" received the highest number of responses; "50 percent"
received the second highest number of responses; and "100 percent" re­
ceived the lowest number of responses. The order for the percentage of 
time allocated to the teaching of literature in grades 9 through 12 
included: "50 percent," highest number of responses; "25 percent," 
second highest number of responses; and "100 percent," lowest number of 
responses.
Among the 415 participants teaching in a school with an enroll­
ment of 500 to 1,000 students, a total of 382 or 92 percent indicated 
the approximate percentage of time allocated to the teaching of
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literature, composition, and language and the grade level at which each 
percentage is allocated; 33 or eight percent was included in an "others" 
category (24 or six percent, "no response"; and nine or two percent, 
"subjective response").
Data indicate a consistent order in the percentage of time allo­
cated to the teaching of composition and language in grades 9 through 
12: "25 percent" received the highest number of responses; "50 percent" 
received the second highest number of responses; and "100 percent" 
received the lowest number of responses. The order for the percentage 
of time allocated to the teaching of literature in grades 9 through 12 
included: "50 percent," highest number of responses; "25 percent," 
second highest number of responses; and "100 percent," lowest number 
of responses.
Among the 578 participants teaching in a school with an enrollment 
of more than 1,000 students, a total of 578 or 89 percent indicated the 
approximate percentage of time allocated to the teaching of literature, 
composition, and language and the grade level at which each percentage 
is allocated; 71 or 11 percent was included in an "others" category (59 
or nine percent, "no response"; 10 or two percent, "subjective response"; 
and two or less than one percent "incorrect response").
Data indicate a consistent order in the percentage of time allo­
cated to the teaching of composition and language in grades 9 through 
12; "25 percent" received the highest number of responses; "50 percent" 
received the second highest number of responses; and "100 percent" re­
ceived the lowest number of responses. The order for the percentage of 
time allocated to the teaching of literature in grades 9 through 12
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included: "50 percent," highest number of responses; "25 percent,"
second highest number of responses; and "100 percent," lowest number 
of responses.
Participants specified 178 courses in addition to literature, com­
position, and language. These specified courses included 52 courses in 
schools with an enrollment of less than 500 students; mini-courses 
(18), speech (7), media (6), vocational English (6), reading (6), 
library (4),vocabulary (3), journalism (1), and spelling (1); 30 
courses in schools with an enrollment of 500 to 1,000 students: read­
ing (10), vocational English (6), speech (4), spelling (4), media (3), 
library (1), research (1), listening skills (1); and 108 courses in 
schools with an enrollment of more than 1,000 students: phase elec­
tives (58), spelling (11), reading (9), speech (9), communications (5), 
library (4), drama (3), journalism (3), media (3), and vocational 
English (3).
The total percentage of time allocated to the teaching of litera­
ture, composition, and language and the grade level at which each 
percentage is allocated are illustrated in Table 14. These data indi­
cate consistent order for the approximate amount of time allocated to 
the teaching of composition and language in grades 9 through 12; "25
percent" received the highest number of responses; "50 percent" received 
the second highest number of responses; and "100 percent" received the 
lowest number of responses. The order for the percentage of time allo­
cated to the teaching of literature in grades 9 through 12 included:
"50 percent," highest number of responses; "25 percent," second 
highest number of responses; and "100 percent," lowest number of
Table 14
Time Allocated to the Teaching of Literature, Composition, 
and Language in All Participating Schools
F R E Q U E N C Y
Grade Level Ninth Tenth Eleventh Twelfth
Percent of Time 25 50 100 No. (%)3 25 50 100 No. (%) * 25 50 100 No. <%)C; 25 50 100 No. (%)d
Area
Literature 200 529 17 746 40 138 518 21 677 39 116 523 21 660 41 100 400 52 552 40
Composition 408 215 20 643 34 364 232 12 608 35 350 177 15 542 34 289 179 18 486 35
Language 313 150 19 482 26 312 130 13 455 26 287 108 14 409 25 248 83 17 348 25
Question No. 4, page 2--b
aN - 1,871 
hfl - 1,740 
CN = 1,611 
dN = 1,386 102
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responses.
Data Indicate that participants responded 6,608 times: (1)
courses offered (literature: 2,635; composition: 2,279; and language: 
1,694): (2) grade levels (ninth, 1,871; tenth, 1,740; eleventh, 1,611;
twelfth, 1,386); and the percentage of allotted time (25— 3,125; 50—  
3,244; and 100--239).
Analyses of these data indicate that overall "50 percent" re­
ceived the highest number of responses to indicate the approximate 
percentage of time allotted to the teaching of literature, composition, 
and language; "25 percent" received the second highest number of 
responses; and "100 percent" received the lowest number of responses. 
This might be attributed to an overall, over-emphasis of literature 
teaching. Of special note, however, is the total number of "25 per­
cent" responses which composition and language received— 1,411 and 1,160 
respectively. This might be attributed to an increase in the integra­
tion of literature instruction and language concepts. This might also 
be attributed to an increase in emphasis placed on language instruction 
as a result of the diversity of the multi-ethnic, socio-economic back­
ground of students. Of special note also is the comparatively high 
total number of "50 percent" responses indicated for literature instruc­
tion and the "25 percent" responses indicated for composition and 
language--1,970, 1,160, and 1,411 respectively. Also of special note 
is the consistency with which time was allotted in grades 9 through 12 
in literature, composition, and language instruction. This might be 
attributed to an attempt to integrate the tri-component areas of 
English instruction by allotting 50 percent of the time to literature
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instruction, 25 percent to composition instruction, and 25 percent to 
language instruction. With increased emphasis on preparing teachers 
who are literature, composition, or language specialists in lieu of 
preparing teachers who are generalists, it is reasonable to assume that 
the number of specialized courses in which students are instructed "100 
percent" of the time will increase. Perhaps these specialized courses 
will be phase electives or mini-courses. The impact that English 
specialists will have on the percentage of time allocated to the 
teaching of literature, composition, and language, however, will 
require additional research.
SCHOOL-GUIDED CURRICULUM CONTENT
Table 15 contains the frequency distribution on the number of 
teachers who responded to the questions: "Does your school provide a
printed curriculum guide, course of study, or study guide to aid with 
the selection of subject matter to be included in a course?" "If 
'yes,' does this guide include subject matter reconsnendations for 
literature? composition? language?" and "Does your department make use 
of comprehensive final examinations to measure students' progress toward 
the objectives of the program?"
Of the 1,552 teachers responding to the question: "Does your
school provide a printed curriculum guide, course of study, or study 
guide to aid with the selection of subject matter to be included in a 
course?" a total of 1,005 or 65 percent responded positively; 462 or 
30 percent responded negatively; and 85 or five percent did not 
respond or responded subjectively (66 or four percent did not respond, 
and 19 or one percent responded subjectively). Responses such as "The
Table 15
Number of Schools Providing English Curriculum Guides




500 to More than
1.000b 1.000c
Yes (%) No (%) Yes (%) No (%) Yes (%) No <%)
a. Does your school
provide a printed 
curriculum guide, 
course of study,
or study guide to 239 49 215 44 268 65 124 30 498 77 123 19
aid with the selec­
tion of subject 
matter to be in­
cluded in a 
course?




c . Does your department 
make use of compre­
hensive final exam­
inations to measure 
students' progress 
toward the objec­




190 88 26 12 197 86 33 14 420 89 51 11
188 87 28 13 193 84 37 16 389 83 82 17
171 79 45 21 187 81 43 19 389 83 82 17
gram? 167 34 270 55 119 29 240 58 204 31 388 60
Question No. 5, page 3
&N ® 488,239, and 488 respectively 
bN = 415, 267, and 415 respectively 
CN 649, 498, and 649 respectively
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textbook serves as the guide" and "Teachers teaching the same level 
courses establish the guidelines" typify subjective responses. "No 
response" and "subjective response" were included in the tables in an 
"others" category.
Among the 488 participants teaching in a school with an enroll­
ment of less than 500 students, a total of 239 or 49 percent responded 
positively; 215 or 44 percent responded negatively; 19 or four percent 
did not respond; and 15 or three percent responded subjectively.
Among the 415 participants teaching in a school with an enroll­
ment of 500 to 1,000 students, a total of 268 or 65 percent responded 
positively; 124 or 30 percent responded negatively; 21 or five percent 
did not respond; and two or less than one percent responded subjec­
tively.
Among the 649 participants teaching in a school with an enroll­
ment of more than 1,000 students, a total of 498 or 77 percent responded 
positively; 123 or 19 percent responded negatively; 26 or four percent 
did not respond; and two or less than one percent responded subjec­
tively.
Of the 1,005 or 65 percent who responded positively to the question: 
"Does your school provide a printed curriculum guide, course of study, 
or study guide to aid with the selection of subject matter to be in­
cluded in a course?" 807 or 80 percent indicated that the guide in­
cluded subject matter recommendations for literature; 110 or 11 percent 
responded negatively; 770 or 77 percent indicated that the guide in­
cluded subject matter recommendations for composition; 147 or 14 percent 
responded negatively; 747 or 74 percent indicated that the guide
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included subject matter recommendations for language; 170 or 17 percent 
responded negatively; and 88 or nine percent did not respond or re­
sponded subjectively (86 or nine percent did not respond>and two or 
less than one percent answered subjectively).
Among the 239 participants teaching in a school with an enroll­
ment of less than 500 students who responded positively to the ques­
tion: "Does your school provide a printed curriculum guide, course of
study, or study guide to aid with the selection of subject matter to be 
included in a course?" 190 or 88 percent indicated that the guide 
included subject matter recommendations for literature; 26 or 12 per­
cent responded negatively; 188 or 87 percent indicated that the guide 
included subject matter recommendations for composition; 28 or 13 per­
cent responded negatively; 171 or 79 percent indicated that the guide 
included subject matter recommendations for language; 45 or 21 percent 
responded negatively; 23 or nine percent did not respond; and one or 
less than one percent answered subjectively.
Among the 268 participants teaching in a school with an enroll­
ment of 500 to 1,000 students who responded positively to the ques­
tion: "Did your school provide a printed curriculum guide, course of
study, or study guide to aid with the selection of subject matter to 
be included in a course?" 197 or 86 percent indicated that the guide 
included subject matter recommendations for literature; 33 or 14 per­
cent responded negatively; 193 or 84 percent indicated that the guide 
included subject matter recommendations for composition; 37 or 16 
percent responded negatively; 187 or 81 percent indicated that the 
guide included subject matter recommendations for language; 43 or 19
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| percent responded negatively; 37 or 13 percent did not respond.
Among the 498 participants teaching in a school with an enroll­
ment of more than 1,000 students who responded positively to the 
question: "Does your school provide a printed curriculum guide,
course of study, or study guide to aid with the selection of subject 
matter to be included in a course?" 420 or 89 percent indicated that 
the guide included subject matter recommendations for literature; 51 or 
11 percent responded negatively; 389 or 83 percent indicated that the 
guide included subject matter recommendations for composition; 82 or 
17 percent responded negatively; 389 or 83 percent indicated that the 
guide included subject matter recommendations for language; 82 or 17 
percent responded negatively; 26 or five percent did not respond, and 
one or less than one percent responded subjectively.
Of the 1,552 teachers responding to the question: "Does your
department make use of comprehensive final examinations to measure 
students' progress toward the objectives of the program, 490 or 31 per­
cent responded positively; 898 or 58 percent responded negatively; and 
164 or 11 percent either did not respond, or responded subjectively 
(121 or eight percent did not respond and 43 or three percent responded 
subjectively).
Among the 488 participants teaching in a school with an enroll­
ment of less than 500 students, a total of 167 or 34 percent responded 
positively; 270 or 55 percent responded negatively; 31 or six percent 
did not respond; and 20 or four percent responded subjectively.
Among the 415 participants teaching in a school with 500 to 1,000 
students, 119 or 29 percent responded positively; 240 or 58 percent
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responded negatively; 46 or 11 percent did not respond; and 10 or two 
percent responded subjectively.
Among the 649 participants teaching in a school with an enroll­
ment of more than 1,000 students, 204 or 31 percent responded posi­
tively; 388 or 60 percent responded negatively; 44 or seven percent did 
not respond; and 13 or two percent responded subjectively.
Table 16 contains data to the questions regarding curriculum 
content as specified by the 1,552 participants. These data indicate 
that (1) teachers are aided in the selection of subject matter to be 
included in a course; (2) subject matter recommendations include litera­
ture, composition, and language; and (3) comprehensive final examina­
tions to measure students' progress toward the objectives of the 
program are not used extensively.
Analyses of the data indicate that an overall 65 percent of the 
participating teachers indicated that schools do provide a curriculum 
guide, course of study, or study guide to aid with the selection of sub­
ject matter to be included in a course. Of particular note is that the 
larger the school enrollment, the greater the number of teachers 
responding positively. This might be attributed to the greater number 
of teachers employed within a school who are responsible for providing 
continuity and sequence not only within the same type of course 
offerings but also at the different grade levels.
Data indicate that regardless of the size of school enrollment, 
an overall 77 percent of the teachers responded that subject matter 
recommendations for literature, composition, and language were included 
in the guide. Of particular note is that regardless of school
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Table 16
Number of Schools Providing English Curriculum Guides-- 
Summary of All Participating Schools
F R E Q U E N C Y
Total Response
Question Yes No Others
No- (%) No- (%) No- (7c)
Does your school provide a 
printed curriculum guide, 
course of study, or study 
guide to aid with the 
selection of subject 
matter to be included 
in a course? 1,005 65 462 30 85 05
If "yes," does this guide 





807 80 110 11
770 77 147 14
747 74 170 17 88 09
Does your department make 
use of comprehensive 
final examinations to 
measure students 1 progress 
toward the objectives of 
the program? 490 31 898 58 164 11
Question No. 5, page 3
aN = 1,552 
bN = 1,005 
CN = 1,552
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enrollment, the order of subject matter recommendations included: 
literature, composition, and language. This might be attributed to 
literature study's dominating the English curriculum as indicated in 
Chapter 2: A continuation of the historical emphasis of each area's
place in the curriculum and the emphasis that teacher training institu­
tions place on the teaching of each of the three areas. Of particular 
note also is that although "language," an area which received wide­
spread emphasis in the 1960's, ranked third regardless of school enroll­
ment, the overall 74 percent indicates that English teachers are 
including language studies as an important part of the curriculum.
Data indicate that an overall 31 percent indicated that compre­
hensive final examinations to measure students' progress toward the 
objectives of the program were employed. Regardless of the size of 
school enrollment, comprehensive final examinations to measure 
students' progress toward the objectives of the program were not 
employed over 50 percent of the time. This might be attributed to a 
lack of established departmental objectives. This might also be attri­
buted to the inclusion of elective courses which seemingly necessitates 
the establishment of individual course objectives.
The number of participants responding positively to the questions: 
"Does your school provide a printed curriculum guide, course of study, 
or study guide to aid with the selection of subject matter to be included 
in a course?" "If 'yes,' does this guide include subject matter recom­
mendations for literature? composition? language?" "Does your depart­
ment make use of comprehensive final examinations to measure students' 
progress toward the objectives of the program?" indicates that attempts
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are being made to provide a well-balanced, cohesive English curriculum 
in Louisiana public secondary schools. With the 1977 legislative 
mandate that school systems incorporate accountability concepts, it is 
reasonable to assume that school systems will be called upon to provide 
guidelines to aid with the selection of subject matter to be included in 
a course; that subject matter recommendations will be included for 
literature, composition, and language; and that English departments will 
be called upon to make use of comprehensive final examinations to 
measure students' progress toward the objectives of the program. It is 
also reasonable to assume that with increased emphasis on accountability 
concepts, English departments will be called upon to provide continuity, 
sequence, and integration of the curriculum, measured by behaviorally 
defined objectives. However, the answer to the question of the effect 
that accountability concepts will have on the English curriculum of 
Louisiana public secondary schools is an answer to be ascertained in 
future studies.
REASONS WHY MORE EXTENSIVE CHANGES HAVE NOT BEEN MADE
Data presented in Table 17 illustrate the frequency distribution 
on the number of teachers who responded to the question; "Which do you 
consider to be the most important reasons why more extensive changes 
have not been made in the teaching of English in your department in an 
effort to modernize the English program? (Please employ .3 to designate 
your most important reason; 2_ your second most important reason; 1 for 
a reason which you feel has no effect on the decision to change your 
English program.)"
Of the 1,552 teachers who participated in this study, 1,118 or 72
Table 17
Reasons Why More Extensive Changes Have Not Been Made
in English Programs





No. (%)a No. (%)b No. (%)c
Financial— not enough money available to buy the 
needed equipment and/or materials
Teachers are not familiar enough with the content 
to teach it well
Local colleges oppose the teaching of the "newu 
English
Spending time on the "new" English causes students 
to score lower on tests used to determine mastery 
of English
Parents oppose change
The "new" English is not well suited to students 
who are not planning to attend college
No one in the school is really interested in 
changing from the courses now taught
53 14 27 07 124 32
43 15 65 23 132 46
49 11 79 18 189 42
76 20 62 16 39 10
87 31 47 16 28 10
102 23 80 18 54 12■ gj —  22 ■ 28 07 16 04
48 17 4 01 4 01
89 20 32 07 .8 02
24 06 61 16 35 09
27 09 19 07 11 04
35 08 35 08 37 08
82 Ji­ " 25'“ 06 4 01
32 ll 9 03 2 01
74 16 26 06 0 00
23 06 61 16 45 11
20 07 34 12 19 07
32 07 66 15 39 08
39 113 61 lb 9/ i2
34 12 27 10 35 12
54 12 49 11 48 11
Table 17 (continued)





No. (%)a No. (%)D No. (%)'
My school is waiting for a more complete agreement 38 10 38 10 68 17
as to which are the best programs before deciding 26 09 37 13 47 17
to adopt a "new" English program 20 05 59 13 73 16
Question No. 6, page 3 
N = 488, 415, and 649 respectively
Note = Data were listed by school sizes of Less than 500 Students, 500 to 1,000 Students, and 
More than 1,000 Students respectively in each category.
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percent responded to the question regarding reasons why more extensive 
changes have not been made in the teaching of English in an effort to 
modernize the English program. Four hundred thirty-four or 28 percent 
was included in an "others" category (115 or eight percent, "no 
response"; 97 or six percent, "subjective response"; and 222 or 14 per­
cent, "incorrect response"). Marking more than three reasons, marking 
less than three reasons, and marking the reasons with an "x" in lieu of 
a "1, 2, or 3" define "incorrect response." Comments such as "Not 
applicable, changes have been made," "Not applicable, changes are being 
made," and "Unable to specify, this is my first year of teaching" 
typify "subjective response." "Other specified reason" responses in­
cluded: Pupil-teacher ratio (18), Low level of students' academic
achievement (9), Lack of sufficient teaching personnel (3). The eight 
"other specified reascn" responses from participants employed in schools 
with an enrollment of less than 500 students were related to the listed 
reasons provided on the questionnaire and were therefore classified 
according to these specified reasons. These eight reasons included; 
"Parents oppose change" (5), "no effect"; and "Local colleges oppose 
the teaching of the 'new' English" (3), "no effect." Of the 18 reasons 
cited by participants teaching in schools with an enrollment of 500 to 
1,000 students, 4 (Low level students' academic achievement) were in­
cluded in "no effect"; 4 (Teacher-pupil ratio), "Second most important 
reason"; and 10 (Lack of sufficient teaching personnel), "most important 
reason." Of the 12 reasons cited by participants teaching in schools 
with an enrollment of more than 1,000 students, 1 (Low level of stu­
dents' academic achievement) was included in "no effect"; 9
116
(Pupil-teacher ratio), "Second most important reason"; and 2 (Lack of 
sufficient teaching personnel), "most important reason."
Among the 488 participants teaching in a school with an enroll­
ment of less than 500 students, a total of 386 or 79 percent cited 
reasons why more extensive changes have not been made to modernize the 
English program; 102 or 21 percent was included in an "others" category 
(21 or four percent, "no response"; eight or two percent, "subjective 
response"; and 74 or 15 percent, "incorrect response").
Data indicate that "Financial--not enough money available to buy 
the needed equipment and/or materials" was cited as the most important 
reason. "Teachers are not familiar enough with the content to teach it 
well" was cited as the second most important reason. "Local colleges 
oppose the teaching of the 'new' English" and "Parents oppose change" 
were cited an equal number of times as a reason which has no effect to 
change the English program.
Among the 415 participants teaching in a school with an enroll­
ment of 500 to 1,000 students, a total of 285 or 69 percent cited rea­
sons why more extensive changes have not been made to modernize the 
English program; 130 or 31 percent was included in an "others" 
category (43 or 10 percent, "no response"; 23 or six percent, "subjec­
tive response"; and 64 or 15 percent, "incorrect response").
Data indicate that "Financial--not enough money available to buy 
the needed equipment and/or materials" was cited as both the most impor­
tant reason and the second most important reason. "Teachers are not
familiar enough with the content to teach it well" was cited as a
reason which has no effect to change the English program.
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Among the 649 participants teaching in a school with an enroll­
ment of more than 1,000 students, a total of 447 or 69 percent cited 
reasons why more extensive changes have not been made to modernize the 
English program; 202 or 31 percent x*as included in an "others" category 
(51 or eight percent, "no response"; 67 or 10 percent, "subjective 
response"; and 84 or 13 percent, "incorrect response").
Data indicate that "Financial--not enough money available to buy 
the needed equipment and/or materials" was cited as the most important 
reason. "Teachers are not familiar enough with the content to teach it 
well" was cited as both the second most important reason and a reason 
which has no effect to change the English program.
Table 18 reports the total number of reasons cited by the 1,118 
teachers who responded to the question regarding reasons why more exten­
sive changes have not been made in the teaching of English in an effort 
to modernize the English program. These data indicate that: (1)
"Financial--not enough money available to bjy the needed equipment 
and/or materials" was cited as both the most important and the second 
most important reason; and that (2) "Teachers are not familiar enough 
with the content to teach it well" was cited as a reason which has no 
effect to change the English program.
Data indicate that participants responded 3,354 times: (1) "no
effect"--l,194; "second most important reason"--l,044; and "most 
important reason"--1,116.
Analyses of these data indicate that "Financial--not enough money 
available to buy the needed equipment and/or materials” was cited as 
the most important reason for schools with an enrollment of less than
Table 18
Reasons Why More Extensive Changes Have Not Been Made 
Summary of All Participating Schools





No. ( % ) ( % )  No. (%) (%) No. (%) (%)
Financial--not enough money available to buy the
needed equipment and/or materials 145 13 09 171 15 11 445 40 29
Teachers are not familiar enough with the content 
to teach it well 265 24 17 189 17 12 121 11 08
Local colleges oppose the teaching of the "new" 
English 219 20 14 64 06 04 28 03 02
Spending time on the "new" English causes students 
to score lower on tests used to determine 
mastery of English 86 08 06 115 10 07 83 07 05
Parents oppose change 188 17 12 60 05 04 6 01 00
The "new" English is not well suited to students 
who are not planning to attend college 75 07 05 161 14 10 103 09 07
No one in the school is really interested in 
changing from the courses now taught 127 11 08 137 12 09 130 12 08
My school is waiting for a more complete agreement 
as to which are the best programs before deciding 
to adopt a "new" English program 84 08 05 134 12 09 188 17 12
Question No. 6, page 3 N=l,118 and 1,552 respectively.
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500 students, 500 to 1,000 students, and more than 1,000 students.
"Teachers are not familiar enough with the content to teach it well" was
cited as the second most important reason by teachers employed in schools 
with an enrollment of less than 500 students and more than 1,000 students.
"Teachers are not familiar enough with the content to teach it well" was
cited as a reason which had no effect to change the English program by 
teachers employed in schools with an enrollment of 500 to 1,000 students 
and more than 1,000 students. Of special note is the consistency in the 
selection of "Financial--not enough money available to buy the needed 
equipment and/or materials" regardless of the size of student enrollment. 
This might be attributed to a realization of the expense involved in 
changing the English program by employing additional teachers or 
purchasing equipment and materials to incorporate courses. Of special 
note also is the inconsistency of the selection of "Teachers are not 
familiar enough with the content to teach it well." Seemingly, the 
larger the school enrollment, the more important teacher preparation.
This might be attributed to an attempt to specialize in the teaching of 
particular course content in lieu of generalizing in course content.
Also of special note is the selection of "Local colleges oppose the 
teaching of the 'new' English" and "Parents oppose change" by teachers 
employed in schools with an enrollment of less than 500 students as 
reasons which have no effect to change the English program. This might 
be attributed to teacher-parent, teacher-pupil rapport resulting from 
close acquaintance with students in a small school setting. These data 
seemingly indicate an autonomy on the part of the teacher to meet 
students' needs without opposition from sources outside the school
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environment.
The number of participants citing reasons why more extensive 
changes have not been made in the teaching of English in an effort to 
modernize the English program indicates that lack of money and teacher 
preparation are reasons which teachers feel hinder change. With in­
creased emphasis on lowering teacher-pupil ratios, it is reasonable to 
assume that teachers may have additional time to effect change in the 
teaching of English. With increased emphasis on acquiring federal funds 
to incorporate innovative curricular programs, it is reasonable to 
assume that additional money may become available. With increased em­
phasis on specialization, it is reasonable to assume that teacher- 
training institutions will provide additional courses in methodology, 
composition, and language. Research will be needed to determine the 
impact that lowered teacher-pupil ratios, federal funding, and teacher 
specialization will have on affecting changes in the teaching of English.
ANTICIPATED CHANGES
Illustrated in tables 19, 20, and 21 is the frequency distribution 
on the number of teachers who responded positively to the questions: "Do 
you anticipate any change(s) in the English program in your school with­
in the next three years?" "If 'yes,1 please specify these anticipated 
changes in literature, composition, and language."
Of the 1,552 participants of this study, a total of 82 or 70 per­
cent responded positively to the question; "Do you anticipate any 
change(s) in the English program in your school within the next three 
years?"; 559 or 49 percent responded negatively; and 183 or 16 percent 
was included in an "others11 category (100 or nine percent, "no
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Table 19
Anticipated Changes in Literature Teaching
Less than 500 500 to 1,000 More than 1,000
Change No. <%) No. (%) No. <%)
Incorporation of:
Drama Course 4 01
Four-year Program 5 02
Humanities Program 5 02 15 04
Phase Electives 112 53 154 68 218 58
Reading Course 11 06
Specialized Courses 11 05 4 01
More Variety:
Approaches 6 03 8 02
Bible Studies 5 02 4 01
Black Literature 5 02 4 01
Classics 9 04 4 01
Contemporary Literature 61 29 20 09 15 04
Multi-Ethnic Literature 7 03 8 02
Multi-Media 4 01
Oral Literature 6 03
Science Fiction 8 02
Short Stories 6 03
Style 2 01
Women Writers 8 02
General:
Grouping 2 01 4 01
Integration of Literature,
Composition, and Language 8 02
Improved Materials 6 03 7 03
Improved Textbooks 13 06 16 07 11 03
Less Emphasis 2 01 8 02
More Emphasis 4 01
Quinraester 2 01 19 05
Question No. 7— b, page 4 
N = 210, 226, and 376 respectively
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Table 20
Anticipated Changes in Composition Teaching
Change
Less than 500 500 to 1,000 More than 1,000
No. (%) No. <%) No. (%)
Incorporation of:
Phase Electives 71 34 106 47 218 58
Specialized Courses 29 13 45 12
More Variety:
Creative Writing 23 11 18 08 38 10
Criticism 8 02
Current Events 2 01
Journalism 17 08 4 01
Research 6 03 7 03 11 03
Vocational Writing 16 02
General:
Approaches 6 03 2 01
Curriculum Guides 2 01
Grouping 2 01 8 02
Improved Materials 6 03
Improved Textbooks 6 03 9 04 8 02
Integration of Literature,
Composition, and Language 2 01
Less Emphasis 2 01
More Emphasis 82 39 43 19 8 02
Question No. 7--b, page 4
N = 210, 226, and 376 respectively
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Table 2i
Anticipated Changes in Language Teaching
Less than 500 500 to 1,000 More than 1,000
Lhsn^G No. <%) No. <%) No. <%)
Incorporation of:
Foreign Language Course 2 01
Four-year Program 2 01
History of the English
Language Course 6 03
Linguistics Course 6 03 34 09
Phase Electives 67 32 97 43 196 52
Specialized Courses 8 04 15 07 34 07




Communication 6 03 21 10 8 02
Dialects 5 02 2 01 4 01
In General 6 03 17 08 15 04
Media 6 03
Spelling 5 02 2 01 4 01
Syntax 4 01
Traditional Grammar 13 06 13 06 23 06
Transformational Grammar 8 02
Usage 6 03 17 08 8 02
Vocabulary 5 02 4 02 4 01
General;
Grouping 2 01 19 05
Improved Materials 38 18
Improved Textbooks 13 06 11 05 15 04
Integration of Literature J
Composition, and Language 6 03 4 01
Question No. 7--b, page 4 
N = 210, 226, and 376 respectively
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response"; 30 or three percent, "subjective response"; and 53 or four 
percent, "incorrect response"). Responses such as "Nothing definite yet" 
and "Plans are presently being made to revamp the English program" 
typify "subjective response." Responses such as "Perhaps" and "Prob­
ably" define "incorrect response."
Among the 488 participants teaching in a school with an enrollment 
of less than 500 students, a total of 210 or 43 percent responded posi­
tively; 239 or 49 percent responded negatively; and 39 or eight percent 
was included in an "others" category (20 or four percent, "no response"; 
one or less than one percent, "subjective response"; and 19 or four 
percent, "incorrect response").
Among the 415 participants teaching in a school with an enrollment 
of 500 to 1,000 students, a total of 226 or 54 percent responded posi­
tively; 137 or 33 percent responded negatively; and 52 or 13 percent was 
included in an "others" category (40 or 10 percent, "no response"; 10 
or two percent, "subjective response"; and two or less than one percent, 
"incorrect response").
Among the 649 participants teaching in a school with an enrollment 
of more than 1,000 students, 376 or 58 percent responded positively; 182 
or 28 percent responded negatively; and 91 or 14 percent was included 
in an "others" category (40 or six percent, "no response"; 19 or three 
percent, "subjective response"; and 32 or five percent, "incorrect 
response."
Data indicate that in "anticipated changes in literature" the 
incorporation of "Phase Electives"; variety by including the study of 
"Contemporary Literature"; and "Improved Textbooks" were cited by
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teachers employed in schools with an enrollment of less than 500 stu­
dents, 500 to 1,000 students, and more than 1,000 students. In "antici­
pated changes in composition" teachers cited the incorporation of 
"Phase, Electives"; variety by including the study of "Creative Writing" 
and "Research Writing"; and "Improved Textbooks" and "More Emphasis," 
regardless of size of student enrollment. In "anticipated changes in 
language" teachers cited the incorporation of "Phase Electives" and 
"Special Courses"; increased emphasis on "Communication," "Dialects,"
"In General," "Spelling," "Traditional Grammar," "Usage," and "Voca- 
bulary"; and "Improved Textbooks," regardless of size of school enroll­
ment .
Table 22 contains the total number of anticipated changes. The 
812 participants who responded positively to the question: "Do you
anticipate any change(s) in the English program in your school within 
the next three years?" cited 2,471 anticipated changes (849 or 34 per­
cent, "anticipated changes in literature"; 825 or 34 percent, "antici­
pated changes in composition"; and 797 or 32 percent, "anticipated 
changes in language." These data indicate that "anticipated changes 
in literature" received the highest number of responses; "anticipated 
changes in composition," the second highest number of responses; and 
"anticipated changes in language," the lowest number of responses.
Analyses of these data indicate that the larger the school enroll­
ment the greater the number of anticipated changes. This might be 
attributed to larger schools' being more conducive to change as a 
result of diversity of teaching personnel and variety of curriculum.
Data also indicate that the greatest number of anticipated changes was
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Table 22
Anticipated Changes in Literature, Composition, and
Language Teaching— Summary of All 
Participating Schools
Literature Composition Language Total Response
No. (%)a No. w b No. (%)° No. (7o)d
(Literature)
210 25 211 26 210 26 849 34
252 30 224 27 211 26
(Composition) 
825 34
387 45 390 47 376 47
(Language) 
797 32
Question No. 7--b, page 4
aN = 849 
%  = 825 
CN = 797 
dN = 2,471
12 7
in literature. This might be attributed to the emphasis on incorpo­
rating phase electives in the English curriculum. Of special note is 
that, regardless of size of school enrollment, teachers cited increased 
emphasis on "Traditional Grammar." This might be attributed to an 
attempt to "return to basics." This might also be attributed to an 
attempt to teach language etiquette in lieu of language structure.
Also of special note is the number of teachers who cited the need for 
increased variety in the English curriculum in literature, composition, 
and language. This might be attributed to the popularity of phase 
electives; to an attempt to offer variety to make English appealing to 
students; to an attempt to provide remediation to students who lack 
basic skills; or to an attempt to modernize English programs.
The number of participants citing anticipated changes in litera­
ture, composition, and language indicates that English teachers 
anticipate changes in English programs in Louisiana public secondary 
schools. With emphasis on conducting needs assessments, with emphasis 
on the attempt to make English appealing to students, with emphasis on 
the attempt to provide remediation to students who lack basic skills, 
with emphasis on variety of approaches to the teaching of literature, 
composition, and language, it is reasonable to assume that change will 
occur in English programs. Ascertaining the effect that these emphases 
will have on changing the teaching of literature, composition, and 
language will require future studies.
DESCRIPTION OF LITERATURE TEACHING
Knowledge
Illustrated in Table 23 is the frequency distribution on the number
Table 23






F R E Q U E N C Y
500 to More than 
1,000 1.000




Taught for its sociological and historical values to gain 
insight into life and its problems 420 24 305 23 466 21 1,191 23
Taught to gain insight into the characteristics of the 
structure of literature as external form, recurrent 
theme, and matrix 53 03 66 05 133 06 252 05
Use of an anthology 280 16 199 15 333 15 812 15
Intensive study of several complete pieces of literature 158 09 93 07 155 07 406 08
Literature studied as a course in itself 105 06 93 07 178 08 376 07
Literature and composition studied as functions of language 315 18 252 19 401 18 969 18
Literature studied as an appreciation of an author's 
contribution to the literary world 298 17 212 16 398 18 908 17
Literature studied as a means of teaching reading skills 123 07 104 08 155 07 382 07
Question No. l--a, page 4
aN - 1,752 bN - 1,324 CN = 2,220 dN = 5,296
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of teachers who responded to the question: "Which one of the following
best describes the teaching of literature in your classes?"
Of the 1,552 participants of this study, a total of 1,324 or 85 
percent described "Knowledge" of literature teaching; 231 or 15 percent 
was included in an "others" category (59 or four percent "no response"; 
three or less than one percent, "subjective response"; and 169 or 11 
percent, "incorrect response"). Responses such as "Not applicable--]; 
am a reading teacher" and "None— I do not teach literature" typify 
"subjective response." Marking both responses in one or more sets or 
marking only one of the four sets defines "incorrect response."
Among the 488 participants teaching in a school with an enrollment 
of less than 500 students, a total of 438 or 90 percent responded; 50 
or 10 percent was included in an "others" category (eight or two per­
cent, "no response"; and 42 or eight percent, "incorrect response").
Among the 415 participants teaching in a school with an enrollment 
of 500 to 1,000 students, a total of 331 or 80 percent responded; 84 or 
20 percent was included in an "others" category (25 or six percent, "no 
response"; three or one percent, "subjective response"; and 56 or 13 
percent, "incorrect response").
Among the 649 participants teaching in a school with an enrollment 
of more than 1,000 students, a total of 555 or 86 percent responded; 94 
or 14 percent was included in an "others" category (26 or four percent, 
"no response"; and 68 or 10 percent, "incorrect response").
Data indicate that; (1) the description "Taught for its socio­
logical and historical values to gain insight into life and its problems" 
received the highest number of responses in schools with an enrollment
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of less than 500 students, 500 to 1,000 students, and more than 1,000 
students; (2) the description "Literature and composition studied as 
functions of language" received the second highest number of responses, 
regardless of size of student enrollment; (3) the description "Litera­
ture studied as an appreciation of an author's contribution to the 
literary world" received the third highest number of responses, regard­
less of size of school enrollment; (4) the description "Use of an 
anthology" received the fourth highest number of responses; and (5) the 
description "Taught to gain insight into the charactistics of the 
structure of literature as external form, recurrent theme, and matrix" 
received the lowest number of responses, regardless of size of student 
enrollment.
Data indicate that overall (1) the description "Taught for its 
sociological and historical values to gain insight into life and its 
problems" received the highest number of responses; (2) the description 
"Literature and composition studied as functions of language" received 
the second highest number of responses; (3) the description "Literature 
studied as an appreciation of an author's contribution to the literary 
world" received the third highest number of responses; (4) the descrip­
tion "Use of an anthology" received the fourth highest number of 
responses; and (5) the description "Literature studied as a means of 
teaching reading skills" received the lowest number of responses.
Data indicate that the 1,324 participants who responded to the 
question: "Which one of the following best describes the teaching of 
literature in your classes?" cited a total of 5,296 "Knowledge" 
descriptions of literature teaching (1,752 or 33 percent was cited by
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teachers employed in schools with an enrollment of less than 500 
students; 1,324 or 25 percent, by teachers employed in schools with an 
enrollment of 500 to 1,000 students; and 2,220 or 42 percent, by teachers 
employed in schools with an enrollment of more than 1,000 students).
Analyses of these data indicate that regardless of the size of student 
enrollment, the ranking order of responses was consistent. This might 
be attributed to the emphases placed on these descriptions of literature 
teaching in teacher-training institutions. Of special note is the 
number of participants who cited the description "Literature and com­
position studied as functions of language." This might be attributed 
to an attempt to integrate literature, composition, and language 
teaching. This might also be attributed to the emphasis placed on 
language as the primary component of the English curriculum as dis­
cussed in Chapter 2.
The number of participants citing a variety of descriptions of 
literature teaching indicates that literature teachers seemingly employ 
an eclectic approach to literature teaching in Louisiana public secon­
dary schools. With emphasis on literature "Taught to gain insight 
into the characteristics of the structure of literature as external 
form, recurrent theme, and matrix"; on the "Intensive study of several 
complete pieces of literature"; on "Literature studied as a course in 
itself"; and on "Literature studied as a means of teaching reading 
skills," it is reasonable to assume that the number of English teachers 
employing an eclectic approach to literature teaching will increase. 
Further research on the impact that these emphases will have on the 
eclecticism of literature teaching will be needed.
Methodology
Table 24 reports the frequency distribution on the number of 
teachers who responded to the question:"Which one of the following 
best describes the teaching of literature in your classes?"
Of the 1,552 participants of this study, a total of 1,329 or 86 
percent described "Methodology" of literature teaching; 223 or 15 per­
cent was included in an "others" category (72 or five percent, "no 
response"; three or less than one percent, "subjective response"; and 
148 or nine percent, "incorrect response"). Responses such as "Not 
applicable--I am a reading teacher" and "None--I do not teach litera­
ture" typify "subjective response." Marking both responses in one or 
more sets or marking only one of the three sets defines "incorrect 
response."
Among the 488 participants teaching in a school with an enroll­
ment of less than 500 students, a total of 432 or 89 percent responded; 
56 or 11 percent was included in an "others" category (11 or two per­
cent "no response"; and 45 or nine percent, "incorrect response").
Among the 415 participants teaching in a school with an enroll­
ment of 500 to 1,000 students, a total of 336 or 81 percent responded;
79 or 19 percent was included in an "others" category (29 or seven 
percent "no response"; three or one percent, "subjective response"; and 
47 or 11 percent, "incorrect response").
Among the 649 participants teaching in a school with an enroll­
ment of more than 1,000 students, a total of 561 or 86 percent responded 
88 or 14 percent was included in an "others" category (32 or five per­
cent "no response"; and 56 or nine percent, "incorrect response").
Table 24
Approaches to Literature Teaching as Described 
by Participating Teachers









Approach No. (%)a No. (%)b No. (%)c No. (%)d
Reading assignment scheduled outside regular class time 118 09 121 12 236 14 475 12
Allowance for independent reading time in the regular class 
day 285 22 212 21 303 18 800 20
Literature study used mainly as a source of topics for 
composition 298 23 192 19 404 24 894 23
The use of literature as a model for students 1 writing 116 09 131 13 151 09 398 10
Thematic, anthological, chronological, selected authors, 
textual, historical, moral, and genre approaches to the 
study of literature 415 32 292 29 505 30 1,212 30
Formalistic, psychological, mythological and archetypal, 
exponential, sociological, linguistic, appreciative, and 
Aristotelian approaches to the study of literature 64 05 60 06 84 05 208 05
Question No. l--b, page 4
aN = 1,296 bN a 1,008 CN = 1,683 dN = 3,987 133
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Data indicate that; (1) the description "Thematic, anthological, 
chronological, selected authors, textual, historical, moral, and genre 
approaches to the study of literature" received the highest number of 
responses, regardless of the size of student enrollment; and (2) the descrip­
tion "Formalistic, psychological, mythological and archetypal, exponential, 
sociological, linguistic, appreciative, and Aristotelian approaches to 
the study of literature" received the lowest number of responses, regard­
less of the size of student enrollment. Data also indicate a consistent 
order for schools with an enrollment of less than 500 students and 
schools with an enrollment of more than 1,000 students. "Thematic, 
anthological, chronological, selected authors, textual, historical, 
moral, and genre approaches to the study of literature" received the 
highest number of responses. "Literature study used mainly as a source 
of topics for composition" received the second highest number of respon­
ses. "Allowance for independent reading time in the regular class day" 
received the third highest number of responses. "Reading assignment 
scheduled outside class time" received the fourth highest number of 
responses. "The use of literature as a model for students1 writing" 
received the fifth highest number of responses. "Formalistic, psycho­
logical, mythological and archetypal, exponential, sociological, 
linguistic, appreciative, and Aristotelian approaches to the study of 
literature" received the lowest number of responses.
Data indicate that overall: (1) "Thematic, anthological, chrono­
logical, selected authors, textual, historical, moral and genre 
approaches to the study of literature" received the highest number of 
responses; (2) "Literature study used mainly as a source of topics for
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composition" received the second highest number of responses; (3) 
"Allowance for independent reading time in the regular class day" re­
ceived the third highest number of responses; (4) "Reading assignment 
scheduled outside regular class time" received the fourth highest number 
of responses; (5) "The use of literature as a model for students' 
writing" received the fifth highest number of responses; and (6) "For­
malistic, psychological, mythological and archetypal, exponential, 
sociological, linguistic, appreciative, and Aristotelian approaches 
to the study of literature" received the lowest number of responses.
Data indicate that the 1,329 participants who responded to the 
question: "Which one of the following best describes the teaching of
literature in your classes?" cited a total of 3,987 "Methodology" 
descriptions of literature teaching (1,296 or 33 percent was cited by 
teachers employed in schools with an enrollment of less than 500 
students; 1,008 or 25 percent, by teachers employed in schools with 
an enrollment of 500 to 1,000 students; and 1,683 or 42 percent, by 
teachers employed in schools with an enrollment of more than 1,000 
students).
Analyses of these data indicate that in schools with an enroll­
ment of less than 500 students and in schools with an enrollment of 
more than 1,000 students the ranking order of responses was consistent. 
This might be attributed to possible similarity in the assignment of 
teaching personnel: in small schools, a limited number of teachers
is responsible for instructing students throughout the English 
program; in large schools, a limited number of teachers is responsible 
for instructing students in specialized courses. When limited by
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number, personnel may function autonomously in the planning and organiz­
ing of subject matter and in the instructing of students. Similar 
courses taught by a variety of teachers necessitate cooperation among 
personnel. Of special note is the number of participants who cited 
"Thematic, anthological, chronological, selected authors, textual, 
historical, moral, and genre approaches to the study of literature."
This might be attributed to a reliance on a textbook as the primary 
source from which to select pieces of literature. Of special note also 
is the number of participants who cited "Formalistic, psychological, 
mythological and archetypal, exponential, sociological, linguistic, 
appreciative, and Aristotelian approaches to the study of literature."
This description may have received the lowest number of responses be­
cause these approaches are more current than are "Themetic, anthological, 
chronological, selected authors, textual, historical, moral, and genre 
approaches to the study of literature." These approaches require depth 
in understanding and demand that students possess competence to apply, 
evaluate, and synthesize. Older teachers may not be familiar with or 
may feel uncomfortable teaching the "New Criticism." Also of special note 
is the number of participants who cited "Literature study used mainly 
as a source of topics for composition." This might be attributed to 
an attempt to integrate literature and composition. This might also be 
attributed to increased emphasis on expository writing. Of special note 
also is the number of participants who cited "Allowance for independent 
reading time in the regular class day." This might be attributed to 
an attempt to motivate students to overcome the lack of interest in 
reading. This might also be attributed to an attempt to improve
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students' reading competence.
The number of participants citing "Methodology" in literature 
teaching indicates that literature teachers seemingly employ tradi­
tional approaches to literature teaching in Louisiana public secondary 
schools. With emphasis on the "New Criticism," with emphasis on 
employing an eclectic approach to teaching literature, with emphasis 
on meeting the needs of gifted students, with emphasis on instructing 
students from multi-ethnic, socio-economic backgrounds, it is reasonable 
to assume that the number of English teachers employing an eclectic 
approach to literature teaching will increase. Research on the impact 
that these emphases will have on the eclecticism of approaches to 
literature teaching will be needed.
DESCRIPTION OF COMPOSITION TEACHING
Knowledge
Presented in Table 25 is the frequency distribution on the number 
of teachers who responded to the question: "Which one of the following
best describes the teaching of composition in your classes?"
Of the 1,552 participants of this study, a total of 1,312 or 85 
percent described "Knowledge" of composition teaching; 240 or 15 per­
cent was included in an "others" category; (60 or four percent, "no 
response"; 18 or one percent, "subjective response"; and 162 or 10 
percent, "incorrect response"). Responses such as "Not applicable-~I 
am a reading teacher" and "None--I do not teach composition" typify 
"subjective response." Marking both responses in one or more sets or 
marking only one of the four sets defines "incorrect response."
Table 25
Purposes for Teaching Composition as Described 
by Participating Teachers
____________F R E Q U E N C Y ______________
Less than 500 to More than Total
500_______ 1,000______ 1,000 Response
PUrp°Se_______________________________________________________ No. (%)a No. (%)b No. (%)C No. (%)d
Emphasis on mastering separate composition skills by
itemizing skills arranged in a learning sequence based on 
complexity as determined by the number and order of lexical 
or syntactic units involved (spell, capitalize, organize 
words into simple, compound, and complex-compound 
sentences, produce paragraphs to produce longer composi­
tions, or
Emphasis on Communication: the choice of words and selection 
of mode of expression considered from the standpoint of 
purpose, audience, and effect (the role of the sender, the 
receiver, and the medium: how the sender's experiences 
affect the form and content of the message he sends and how 
the receiver's experiences affect the way he decodes and 
interprets the message 
Emphasis on grammar, or 
Emphasis on semantics and usage 
Emphasis on developing topic sentences, or
268 15 191 15 303 14 762 14
216 12 166 13 326 15 708 13
233 13 153 12 219 10 605 11
215 12 140 11 305 14 660 13
270 15 204 16 348 16 822 16





F R E Q U E N C Y  
500 to More than 
1,000 1,000 




Identification of assumptions and testing their validity 
(the process of induction and deduction and the difference 
between statement of fact and statement of opinion) 144 08 102 08 152 07 398 08
Defining a sentence as a group of words which express a 
complete thought, or 323 18 192 15 306 14 821 16
Defining a sentence as a group of words which represent 
progressive generation of an idea toward completion-- 
to be modified by limitation or expansion in subsequent 
sentences 127 07 128 10 217 10 472 09
Question No. l--a, page 5
aN = 1,796 %  = 1,129 CN - 1,285 dN - 5,248
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Among the 488 participants teaching in a school with an enrollment 
of less than 500 students, a total of 449 or 92 percent responded; 39 or 
eight percent was included in an "others" category (12 or two "no re­
sponse"; four or one percent, "subjective response"; and 23 or five per­
cent, "incorrect response").
Among the 415 participants teaching in a school with an enrollment 
of 500 to 1,000 students, a total of 319 or 77 percent responded, 96 or 
23 percent was included in an "others" category (26 or six percent, "no 
response"; three or one percent, "subjective response"; and 67 or 16 
percent, "incorrect response").
Among the 649 participants teaching in a school with an enrollment 
of more than 1,000 students, a total of 544 or 84 percent responded;
105 or 16 percent was included in an "others" category (22 or three 
percent, "no response"; 11 or two percent, "subjective response"; and 
72 or 11 percent, "incorrect response").
Data indicate no consistent order among the descriptions cited by 
the participating teachers. Five descriptions, however, were selected 
by teachers employed in schools with an enrollment of less than 500 stu­
dents, 500 to 1,000 students, or more than 1,000 students: (1) "Em­
phasis on developing topic sentences" received the highest number of 
responses from teachers employed in schools with an enrollment of 500 to
1,000 students and more than 1,000 students; (2) "Emphasis on mastering 
separate composition skills by itemizing skills arranged in a learning 
sequence based on complexity as determined by the number and order of 
lexical or syntactic units involved (spell, capitalize, organize words 
into simple, compound,and complex-compound sentences,produce paragraphs
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to produce longer compositions" received the third highest number of 
responses from teachers employed in schools with an enrollment of less 
than 500 students and 500 to 1,000 students; (3) "Emphasis on semantics 
and usage" received the sixth highest number of responses from teachers 
employed in schools with an enrollment of less than 500 students and 
500 to 1,000 students; (4) "Defining a sentence as a group of words 
which express a complete thought" received the seventh highest number of 
responses from teachers employed in schools with an enrollment of 500 to
1.000 students and more than 1,000 students; and (5) "Identification of 
assumptions and testing their validity (the process of induction and 
deduction) and the difference between statement of fact and statement of 
opinion" received the lowest number of responses from teachers employed 
in schools with an enrollment of 500 to 1,000 students and more than
1.000 students.
Data indicate that overall; (1) "Emphasis on developing topic 
sentences" received the highest number of responses; (2) "Defining a 
sentence as a group of words which express a complete thought" received 
the second highest number of responses; (3) "Emphasis on mastering 
separate composition skills by itemizing skills arranged in a learning 
sequence based on complexity as determined by the number and order of 
lexical or syntactic units involved (spell, capitalize, organize words 
into simple, compound, and complex-compound sentences, produce paragraphs 
to produce longer compositions" received the third highest number of 
responses; (4) "Emphasis on communication; the choice of words and 
selection of mode of expression considered from the standpoint of purpose, 
audience, and effect (the role of the sender, the receiver, and the
medium: how the sender’s experiences affect the form and content of
the message he sends and how the receiver's experiences affect the way 
he decodes and interprets the message" received the fourth highest 
number of responses; (5) "Emphasis on semantics and usage" received 
the fifth highest number of responses; (6) "Emphasis on grammar" re­
ceived the sixth highest number of responses; (7) "Defining a sentence 
as a group of words which represent progressive generation of an idea 
toward completion--to be modified by limitation or expansion in sub­
sequent sentences" received the seventh highest number of responses; 
and (8) "Identification of assumptions and testing their validity 
(the process of induction and deduction and the difference between 
statement of fact and statement of opinion)" received the lowest 
number of responses.
The 1,312 participants who responded to the question: "Which
one of the following best describes the teaching of composition in 
your classes?" cited a total of 5,248 "Knowledge" descriptions of 
composition teaching (1,796 or 34 percent was cited by teachers employed 
in schools with an enrollment of less than 500 students; 1,276 or 24 
percent, by teachers employed in schools with an enrollment of 500 to
1,000 students; and 2,176 or 42 percent, by teachers employed in 
schools with an enrollment of more than 1,000 students).
Analyses of these data indicate that schools with an enrollment of 
500 to 1,000 students seemingly share commonalities with schools 
with an enrollment of less than 500 students and more than 1,000 students. 
Schools with an enrollment of less than 500 students and more than 1,000
students seemingly share no commonalities regarding composition in­
struction. Three descriptions cited by teachers employed in schools 
with an enrollment of 500 to 1,000 students were also cited by teachers 
employed in schools with more than 1,000 students; two descriptions, by 
schools with less than 500 students. No descriptions cited by teachers 
employed in schools with an enrollment of less than 500 students were 
cited by teachers employed in schools with an enrollment of more than
1,000 students. This might be attributed to schools with an enrollment 
of 500 to 1,000 students being conducive to composition instruction: 
small enough to offer concentrated instruction in composition yet 
large enough to offer variety in subject matter. This might also be 
attributed to teachers' selection of textbooks and teachers' profes­
sional preparation. Teachers' input into a course is affected by what 
is selected to be taught and by how it is to be taught. Of particular 
note is the seemingly inconsistent order of the selected responses.
This might be attributed to the lack of research on composition teaching 
Perhaps this inconsistency echoes Hagstrum's judgment that composition 
research has done little except to show what does not improve one's 
ability to write. Composition research is not yet able to show what 
will improve composition teaching. Of particular note also is the place 
ment of the description "Emphasis on communication: the choice of
words and selection of mode of expression considered from the stand­
point of purpose, audience, and effect (the role of the sender, the 
receiver, and the medium: how the sender's experiences affect the form
and content of the message he sends and how the receiver's experiences 
affect the way he decodes and interprets the message." Perhaps this
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description received endorsement by teachers because composition teach­
ing is being influenced by the teaching of rhetoric. The "new rhetoric" 
places emphasis on communication: "The role of the sender, the role of
the receiver, the role of the medium." Of special note is the overall 
ranking order of the "Knowledge" descriptions. With one exception 
("Emphasis on Grammar") traditional descriptions received the highest 
number of responses. "Emphasis on Communication" and "Emphasis on 
Semantics and Usage" ranked higher than "Emphasis on Grammar." This 
might be attributed to an attempt to evaluate students' writing, not on 
the number of grammatical errors, but on content.
Data indicate that the smaller the size of student enrollment, 
the higher the number of traditional responses. Analyses of the data 
on the four descriptions which received the highest number of responses 
indicate that teachers employed in schools with an enrollment of less 
than 500 students cited 4 traditional descriptions; teachers employed in 
schools with an enrollment of 500 to 1,000 students cited 3 traditional 
responses among the 4 highest number of responses; and teachers employed 
in schools with an enrollment of more than 1,000 students cited 2 tradi­
tional responses among the 4 highest number of responses. This might be 
attributed to the larger schools having more personnel with varied 
professional training. This might also be attributed to the larger 
schools having more complexity in the organization of instruction, more 
diversity in the type of composition courses offered, and more students 
with dissimilar academic competencies.
The number of participants citing "Knowledge" in composition 
teaching indicates that composition teachers in Louisiana public secon­
dary schools are seemingly traditional in the selection of subject
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matter. With emphasis on the "New Rhetoric," with emphasis on improving 
the academic competencies of students with varied socio-economic back­
grounds, abilities, and competencies, it is reasonable to assume that 
the number of teachers employing "Revised Knowledge" will increase.
Until research on composition teaching shows what improves students' 
writing competence and until textbooks and teacher-training institu­
tions are able to effect the results of significant findings, teachers 
are forced to succumb to "trial and error."
Research on the impact that the "New Rhetoric" will have on com­
position instruction will be needed. A continuation of research on 
composition is essential.
Methodology
Presented in Table 26 is the frequency distribution on the number 
of teachers who responded to the question: "Which one of the following 
best describes the teaching of composition in your classes?"
Of the 1,552 participants of this study, a total of 1,378 or 89 
percent described "Methodology" of composition teaching; 174 or 12 per­
cent was included in an "others" category (69 or five percent, "no 
response"; 18 or one percent, "subjective response"; and 87 or six 
percent, "incorrect response"). Responses such as: "Not applicable--
I am a reading teacher"; "None--I do not teach composition"; and 
"Methodology employed depends upon the grade level taught" typify 
"subjective response." Marking both responses in one or more sets or 
marking only one of the four sets defines "incorrect response."
Among the 488 participants teaching in a school with an enrollment 
of less than 500 students, a total of 448 or 92 percent responded; 40 or
Table 26
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No. (%)a No. (%)b No. (%)c: No. ar
Prewriting emphasis in the form of outlining of topic, ox. 
Prewriting emphasis in the form of emphasis on process 
(development of strategy for presenting ideas, defini­
tion of audience, selection of tone and voice, and
483 12 737 11 353 05 1,573 09
choice of argument) 322 08 670 10 777 11 1,769 10
Emphasis on the final product, or 483 12 670 10 706 10 1,859 10
Emphasis on the command of process 322 08 603 09 777 11 1,702 09
Practice in writing on diverse topics, or_
Practice in writing about the same topic but assuming
765 19 1,340 20 1,059 15 3,164 18
different speaking voices 
Exercises written during regular class time or as home
40 01 134 02 141 02 315 02
assignments, or 845 21 1,474 22 1,694 24 4,013 23
Provision for writing workshops and laboratories 
Referring students to their text or language handbook
40 01 67 01 70 01 177 01
for assistance in correcting errors, o£
Directing students to appropriate programmed programs for
604 15 804 12 1,271 18 2,679 15
developmental and remedial exercises 121 03 201 03 212 03 534 03
Question No. 1— b, page 5
aN = 4,025 %  - 6,700 CN = 7,060 dN = 17,785
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eight percent was included in an "others" category (10 or two percent, 
"no response"; four or one percent, "subjective response"; and 26 or 
five percent, "incorrect response").
Among the 415 participants teaching in a school with an enroll­
ment of 500 to 1,000 students, a total of 352 or 85 percent responded;
63 or 15 percent was included in an "others" category (29 or seven per­
cent, "no response"; three or one percent, "subjective response"; and 
31 or seven percent, "incorrect response").
Among the 649 participants teaching in a school with an enrollment 
of more than 1,000 students, a total of 578 or 89 percent responded; 71 
or 11 percent was included in an "others" category (30 or five percent, 
"no response"; 11 or one percent, "subjective response"; and 30 or five 
percent "incorrect response").
Data indicate that four total descriptions received consistent 
ranking order, regardless of size of school enrollment: (1) "Exercises 
written during regular class time or as home assignments" received the 
highest number of responses; (2) "Directing students to appropriate 
programmed programs for developmental and remedial exercises" received 
the eight highest number of responses; (3) "Practice in writing about 
the same topic but assuming different speaking voices" received the 
ninth highest number of responses; and (4) "Provision for writing work­
shops and laboratories received the lowest number of responses.
Data also indicate that of the 10 total descriptions, six descrip­
tions (two of which received an equal number of responses) received con­
sistent ranking order in schools with an enrollment of less than 500 
students and 500 to 1,000 students: (1) "Practice in writing on diverse
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topics" received the second highest number of descriptions; (2) "Refer­
ring students to their text or language handbook for assistance in 
correcting errors" received the third highest number of responses; (3) 
"Prewriting emphasis in the form of outlining of topics" and "Emphasis 
on the final product" received the fourth highest number of responses 
and an equal number of responses; (5) "Prewriting emphasis in the form 
of emphasis on process (development of strategy for presenting ideas, 
definition of audience, selection of tone and voice, and choice of 
argument)" received the fifth highest number of responses; and (6) 
"Emphasis on command of process" received the sixth highest number of 
responses. Data indicate that of these 6 descriptions 4 descriptions 
received an equal number of responses and were therefore tied in the 
ranking order: (1) In schools with an enrollment of less than 500
students, "Prewriting emphasis in the form of outlining of topic," 
"Emphasis on the final product," "Prewriting emphasis in the form of 
emphasis on process (development of strategy for presenting ideas, 
definition of audience, selection of tone and voice, and choice of argu­
ment)" and "Emphasis on the command of process" received an equal number 
of responses; (2) In schools with an enrollment of 500 to 1,000 students, 
"Emphasis on the final product" and "Prewriting emphasis in the form of 
emphasis on process (development of strategy for presenting ideas, 
definition of audience, selection of tone and voice, and choice of argu­
ment)" received an equal number of responses; and (3) In schools with an 
enrollment of more than 1,000 students, "Prewriting emphasis in the form 
of emphasis on process (development of strategy for presenting ideas, 
definition of audience, selection of tone and voice, and choice of
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argument" and "Emphasis on the command of process" received an equal 
number of responses.
Data indicate the following overall order for the 10 composition 
"Methodology" descriptions ranging from the highest number of responses 
to the lowest number: (1) "Exercises written during regular class
time or as home assignments"; (2) "Practice in writing on diverse 
topics"; (3) "Referring students to their text or language handbook 
for assistance in correcting errors"; (4) "Emphasis on the final 
product"; (5) "Prewriting emphasis in the form of emphasis on process 
(development of strategy for presenting ideas, definition of 
audience, selection of tone and voice, and choice of argument)"; (6) 
"Emphasis on command of process"; (7) "Prewriting emphasis in the 
form of outlining of topic"; (8) "Directing students to appropriate 
programmed programs for developmental and remedial exercises"; (9) 
"Practice in writing about the same topic but assuming different 
speaking voices"; and (10) "Provision for writing workshops and 
laboratories."
The 1,387 participants who responded to the question: ''Which
one of the following best describes the teaching of composition in 
your classes?" cited a total of 6,890 "Methodology" descriptions of 
composition teaching (2,240 or 32 percent was cited by teachers 
employed in schools with an enrollment of less than 500 students;
1,760 or 26 percent, by teachers employed in schools with an enroll­
ment of 500 to 1,000 students; and 2,890 or 42 percent, by teachers 
employed in schools with an enrollment of more than 1,000 students.
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Analyses of these data indicate that schools with an enrollment 
of less than 500 students, 500 to 1,000 students, and more than 1,000 
students seemingly share commonalities. Regardless of school size, 
"Exercises written during regular class time or as home assignments" 
received the highest number of responses." This might be attributed to 
an attempt to integrate composition as part of literature instruction. 
This might also be attributed to an attempt to set aside a predetermined 
amount of class time or a specified number of days to composition 
instruction as stated in Chapter 2. Regardless of school size, "Pro­
vision for writing workshops and laboratories" received the lowest 
number of responses. This might be attributed to a lack of funds for 
establishing composition workshops. This might also be attributed to a 
lack of trained personnel. Of particular note is the seemingly common­
alities between schools with an enrollment of less than 500 students and 
500 to 1,000 students. Of special note is that although the emphasis is 
seemingly on employment of traditional methodology two descriptions 
indicate that emphasis on communication or the "New Rhetoric" and empha­
sis on practicing specific skills in lieu of producing a final product 
are influencing the composition methodology. This might be attributed to 
teacher professional preparation. This might also be attributed to 
students' lack of competence in writing skills. Of special note is the 
overall ranking order of the "Methodology" descriptions. With one 
exception ("Prewriting emphasis in the form of outlining of topic") 
traditional descriptions received the highest number of responses. This 
might be attributed to an attempt to employ methods which stress "free
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style" writing. This might also be an attempt to stress creative 
writing in lieu of expository writing.
The number of participants citing "Methodology" in composition 
teaching indicates that composition teachers in Louisiana public secon­
dary schools are seemingly traditional in choice of methodology. With 
emphasis on creative composition, with emphasis on improvement of 
process competencies in lieu of producing a final product, with emphasis 
on acquiring a balance between creative composition, expository writing, 
and vocational writing, it is reasonable to assume that the number of 
schools incorporating writing workshops and laboratories will increase. 
Regardless of students' vocational plans and regardless of students' 
academic abilities, they seemingly have not acquired composition 
competence. Because the needs of students requiring remedial assis­
tance to improve basic skills is seemingly synonymous with the needs 
of students planning to continue formal education, continued research 
to improving students' composition competence is essential.
DESCRIPTION OF LANGUAGE TEACHING
Knowledge
Table 27 reports the frequency distribution on the number of 
teachers who responded to the question; "Which one of the following 
best describes the teaching of language in your classes?"
Of the 1,552 participants of this study, a total of 1,355 or 87 
percent described "Knowledge" of language teaching; 197 or 13 percent 
was included in an "others" category (74 or five percent, "no response"; 
19 or one percent., "subjective response"; and 104 or seven percent,
Table 27
Purposes for Teaching Language as Described 
by Participating Teachers
F R E Q U E N C Y
Less than 500 to More than Total 
500______ 1,000 1,000____Response
v Z  \a  f°l\C vr_ f°/rurpose No. (%)a Not. (%)b No. (%)c No. (%)C
The study of a Latin-based grammar, or
The study of structural, transformational, and
232 10 136 08 221 08 589 09
transformationa1-generative grammars 208 09 186 11 276 10 670 10
The study of language as a specific system of rules, or 
The study of language as a system of communication which 
has as one characteristic a pattern of regular syntactic 
relationships which the native speaker automatically
210 09 119 07 193 07 522 08
follows
The study of language as a predetermined system of rules by
278 12 220 13 359 13 857 13
which the speaker must abide, or 
The study of language as personal, inductive, and descrip­
tive --a tool which man varies to suit his needs at a
139 06 85 05 138 05 362 05
particular time in a particular context 
The study of language as a system of grammar and
348 15 288 17 442 16 1,078 16
mechanics, or 371 16 254 15 386 14 1,011 15
The study of the history of language, rhetoric, and linguistics 93 04 66 04 138 05 297 04
The study of grammar to determine correctness, or 116 05 70 04 110 04 296 04
The study of grammar to determine usage and appropriateness 325 14 271 16 497 18 1,093 16
Question No. l--a, page 6
aN = 2,320 hN « 1,695 CN = 2,760 dN = 6,775
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"incorrect response"). Responses such as: "Not applicable--I am a
reading teacher"; and "None--I do not teach language" typify "subjec­
tive response." Marking both responses in one or more sets or marking 
only one of the four sets defines "incorrect response."
Among the 488 participants teaching in a school with an enrollment
of less than 500 students, a total of 464 or 95 percent responded; 24 or 
five percent was included in an "others" category (eight or two percent, 
"no response"; one or less than one percent, "subjective response"; and 
15 or three percent, "incorrect response").
Among the 415 participants teaching in a school with an enrollment
of 500 to 1,000 students, a total of 399 or 82 percent responded; 76 or
18 percent was included in an "others" category (33 or eight percent,
"no response"; three or one percent, "subjective response"; and 40 or 
nine percent, "incorrect response").
Among the 649 participants teaching in a school with an enrollment 
of more than 1,000 students, a total of 552 or 85 percent responded;
97 or 15 percent was included in an "others" category (33 or five per­
cent, "no response"; 15 or two percent, "subjective response"); and 49 
or eight percent, "incorrect response").
Regardless of the size of school enrollment, one description 
received a consistent rank. "The study of structural, transforma­
tional, and transformational-generative grammars" received the fourth 
highest number of responses. In schools with an enrollment of less 
than 500 students and more than 1,000 students, one description "The 
study of language as personal, inductive, and descriptive--a tool which 
man varies to suit his needs at a particular time in a particular
context" received the second highest number of responses. In schools 
with an enrollment of less than 500 students and 500 to 1,000 students,
3 descriptions received consistent ranks. "The study of language as a 
predetermined system of rules by which the speaker must abide" received 
the eighth highest number of responses. "The study of grammar to deter­
mine correctness" received the ninth highest number of responses. And 
"The study of the history of language, rhetoric, and linguistics" 
received the lowest number of responses. In schools with an enrollment 
of 500 to 1,000 students and more than 1,000 students, 3 descriptions 
received consistent ranks. "The study of structural, transformational, 
and transformational-generative grammars" received the fifth highest 
number of responses. "The study of a Latin-based grammar" received the
sixth highest number of responses. And "The study of language as a
specific system of rules" received the seventh highest number of responses 
Data indicate the following overall ranking order for the 10 
language "Knowledge" descriptions, ranging from the highest number of 
responses to the lowest number: (1) "The study of grammar to determine
usage and appropriateness; (2) "The study of language as personal, induc­
tive, and descriptive--a tool which man varies to suit his needs at a
particular time in a particular context; (3) "The study of language as
a system of grammar and mechanics"; (4) "The study of language as a 
system of communication which has as one characteristic a pattern of 
regular syntactic relationships which the native speaker automatically 
follows"; (5) "The study of structural, transformational, and trans­
formational-generative grammars"; (6 ) "The study of Latin-based grammar"; 
(7) "The study of language as a specific system of rules"; (8) "The study
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of language as a predetermined system of rules by which the speaker 
must abide"; (9) "The study of the history of language, rhetoric, and 
linguistics"; and (10) "The study of grammar to determine correctness."
The 1,355 participants who responded to the question: "Which
one of the following best describes the teaching of language in your 
classes?" cited a total of 6,775 "Knowledge" descriptions of language 
teaching (2,320 or 34 percent was cited by teachers employed in 
schools with an enrollment of less than 500 students; 1,695 or 25 
percent, by teachers employed in schools with an enrollment of 500 to
1,000 students; and 2,760 or 41 percent, by teachers employed in 
schools with an enrollment of more than 1,000 students.
Analyses of these data indicate that schools with an enrollment 
of less than 500 students, 500 to 1,000 students, and more than 1,000 
students seemingly share few commonalities. With the exception of the 
fourth highest ranked description, "The study of language as a system 
of communication which has as one characteristic a pattern of regular 
syntactic relationships which the native speaker automatically 
follows," no other description received equal ranking. Of particular 
note is that among the five descriptions which received the highest 
number of responses, two descriptions defined language as a system of 
mechanics and rules; three descriptions defined language as personal, 
and variable. This might be attributed to a combination of teacher 
preparation which emphasized language "etiquette" as well as 
linguistic concepts. Also of particular note is the ranking of the 
total number of responses. With the exception of "The study of
156
language as a system of grammar and mechanics" (which ranked with the five 
descriptions which received the highest number of responses) and "The 
study of the history of language, rhetoric, and linguistics" (which 
ranked with the five descriptions which received the lowest number 
of responses), revised "Knowledge" received the highest number of 
responses. This might be attributed to the impact that linguistic 
concepts has had on grammar as a "scientific" study of language. This 
might also be attributed to teachers' attempts to meet the needs of a 
wide variety of students.
The number of participants citing "Knowledge" in language teaching 
indicates that language instruction in Louisiana public secondary 
schools is influenced by linguistic concepts. With emphasis on the 
"scientific" approach to language study, with emphasis on meeting 
students' needs, with emphasis on returning to basics, with emphasis on 
the importance of ethnicity in American culture, it is reasonable to 
assume that teacher-training institutions will continue to prepare 
teachers to become knowledgeable in a variety of grammars. Continued 
research on the impact that different grammars have on improving 
students' language competencies is essential.
Methodology
Presented in Table 28 is the frequency distribution on the number 
of teachers who responded to the question: "Which one of the following 
best describes the teaching of language in your classes?"
Of the 1,552 participants of this study, a total of 1,333 or 86 
percent described "Methodology" of language teaching; 219 or 14 percent
Table 28





F R E Q U E N C Y  




Ko. (%)a No. (%)b No. <%)c No. (%)d
Exercises employing standardized "author-published"
sentences, or 259 19 144 15 232 14 635 16
Exercises employing sentences from the students' own
language 191 14 192 20 368 22 751 19
Exercises stressing the identification of grammatical
element s , or 273 20 154 16 234 14 661 16
Exercises stressing the creation of new sentences after
identifying grammatical elements 246 18 230 24 469 28 945 24
Diagramming sentences to determine sentence structure, or 300 22 163 17 235 14 698 17
Diagramming sentences to build to the existing sentence 96 07 77 08 136 08 309 08
Question No. 1— b, page 6
aN = 1,365 %  = 960 CN = 1,674 dN = 3,999
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was included in an "others" category (93 or six percent, "no response"; 
35 or two percent, "subjective response"; and 91 or six percent, "in­
correct response"). Responses such as; "Not applicable--I am a read­
ing teacher"; "None--I do not teach language"; and "Methodology employed 
depends upon the grade level taught" typify "subjective response." 
Marking both responses in one or more sets or marking only one of the 
four sets defines "incorrect response."
Among the 488 participants teaching in a school with an enrollment 
of less than 500 students, a total of 455 or 93 percent responded; 33 
or seven percent was included in an "others" category (eight or two 
percent, "no response"; 12 or two percent, "subject response"; and 13 
or three percent, "incorrect response").
Among the 415 participants teaching in a school with an enrollment 
of 500 to 1,000 students, a total of 320 or 77 percent responded; 95 or 
23 percent was included in an "others" category (39 or nine percent,
"no response"; three or one percent, "subjective response"; and 53 or 
13 percent, "incorrect response").
Among the 649 participants teaching in a school with an enrollment 
of more than 1,000 students, a total of 558 or 86 percent responded;
91 or 14 percent was included in an "others" category (46 or seven per­
cent, "no response"; 20 or three percent, "subjective response"; and 
25 or four percent, "incorrect response").
Data indicate consistent order, ranking from the highest number
of responses to the lowest, among the six descriptions cited by teachers
employed in schools with an enrollment of 500 to 1,000 students and
more than 1,000 students. (1) "Exercises stressing the creation of new
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sentences after identifying grammatical elements"; (2) "Exercises 
employing sentences from the student's own language"; (3) "Diagram­
ing sentences to determine sentence structure"; (4) "Exercises 
stressing the identification of grammatical elements"; (5) "Exercises 
employing standardized 'author-published' sentences"; and (6)
"Diagraming sentences to build to the existing sentence."
The overall order for the six language "Methodology" descrip­
tions, ranging from the highest number of responses to the lowest, 
include: (1) "Exercises stressing the creation of new sentences after
identifying grammatical elements"; (2) "Exercises employing sentences 
from the student's own language"; (3) "Diagraming sentences to deter­
mine sentence structure": (4) "Exercises stressing the identification 
of grammatical elements"; (5) "Exercises employing standardized 
'author-published' sentences"; and (6) "Diagraming sentences to build 
to the existing sentence."
The 1,333 participants who responded to the question: "Which
one of the following best describes the teaching of language in your 
classes?" cited a total of 3,999 "Methodology" descriptions of 
language teaching (1,365 or 34 percent was cited by teachers employed 
in schools with an enrollment of less than 500 students; 960 or 24 per­
cent, by teachers employed in schools with an enrollment of 500 to
1,000 students; and 1,674 or 42 percent, by teachers employed in schools 
with an enrollment of more than 1,000 students).
Analyses of these data indicate that no commonalities seemingly 
exist between schools with an enrollment of less than 500 students and
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schools with an enrollment of 500 to 1,000 or more than 1,000 students. 
This might be attributed to a lack of teaching emphasis on language per 
se in small schools. This might also be attributed to the professional 
training of teachers in small schools, since traditional descriptions 
received the highest number of responses. Data indicate that schools 
with an enrollment of 500 to 1,000 students and more than 1,000 students 
seemingly share commonalities. This might be attributed to teachers' 
professional training. This might also be attributed to these schools' 
offering language as part of the English curriculum. Of particular note 
is that, with the exception of the description "Diagraming sentences 
to build to the existing sentence," revised methodologies received the 
highest number of responses. This might be attributed to professional 
controversy over whether or not "new" grammars are applicable to class­
room instruction. This might also be attributed to teachers' selection 
of textbooks.
The number of participants citing "Methodology" in language teach­
ing indicates that the smaller the size of the student enrollment, the 
more traditional the language methodologies employed. Language metho­
dologies employed in Louisiana public secondary schools with an enroll­
ment of less than 500 students are traditional. Language instruction in 
schools with an enrollment of 500 to 1,000 and more than 1,000 students 
reflects linguistic, rhetorical, and communication influences. With 
emphasis on employing an eclectic approach to language instruction, it 
is reasonable to assume that linguistic, rhetorical, and communication 
concepts will continue to influence language instruction in Louisiana 
public secondary schools. Continued research on the impact that
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The frequency distribution of innovative patterns used in English 
departments indicated by the participants in this study is illustrated 
in Table 29.
Of the 1,552 teachers responding to the question: "Which of these
basic innovative patterns is used by your department?" a total of
1,251 or 81 percent cited employment of innovative patterns; 167 or 11 
percent indicated "none"; and 134 or nine percent did not respond.
Among the 488 participants teaching in schools with an enrollment 
of less than 500 students, a total of 409 or 84 percent indicated employ­
ment of innovative patterns; 60 or 12 percent indicated "none"; and 19 or
four percent did not respond. Data indicate that 409 participants who 
indicated employment of innovative patterns cited "Variations in group­
ing students" the greatest number of times. "Variations in scheduling 
and use of time" received the second highest number of responses, "Varia­
tions in the use of staff" received the third highest number of 
responses; and "Development of programs in the humanities" received the 
lowest number of responses.
Among the 415 participants teaching in schools with an enrollment 
of 500 to 1,000 students, a total of 290 or 80 percent indicated employ­
ment of innovative patterns; 72 or 17 percent indicated "none"; and 53 
or 13 percent did not respond. Data indicate that the 290 participants
Table 29




F R E Q U E N C Y  




No. (%)a No. (%)b No. (%)c No. (%)d
Variations in the Use of Staff 135 23 253 33 439 27 827 28
Variations in Scheduling and Use of Time 186 32 269 35 298 19 753 25
Variations in Grouping Students 223 39 192 25 549 34 964 33
Development of Programs in the Humanities 37 06 63 08 314 20 414 14
Question No. 1, page 7
aN = 581 
%  = 777 




who indicated employment of innovative patterns cited "Variations in 
the use of staff" the greatest number of times. "Variations in sched­
uling and use of time" received the second highest number of responses; 
"Variations in grouping studencs" received the third highest number of 
responses; and "Development of programs in the humanities" received 
the lowest number of responses.
Among the 649 participants teaching in schools with an enrollment 
of more than 1,000 students, a total of 552 or 85 percent indicated 
employment of innovative patterns; 35 or five percent indicated "none"; 
and 62 or 10 percent did not respond. Data indicate that the 552 
participants who indicated employment of innovative patterns cited 
"Variations in grouping students" the greatest number of times. 
Variations in the use of staff" received the second highest number of 
responses; "Variations in scheduling and use of time" received the 
third highest number of responses; and "Development of programs in 
the humanities" received the lowest number of responses.
Teachers employed in schools with an enrollment of less than 
500 students cited 581 or 20 percent of the responses; teachers 
employed in schools with an enrollment of 500 to 1,000 students 
cited 777 or 26 percent of the responses; and teachers employed in 
schools with an enrollment of more than 1,000 students cited 1,600 
or 54 percent of the responses. Data indicate that the innovative 
pattern "Variations in grouping students" received the highest 
number of responses; "Variations in the use of staff" received the 
second highest number of responses; "Variations in scheduling and 
use of time" received the third highest number of responses;
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and "Development of programs in the humanities" received the lowest 
number of responses.
Analyses of these data indicate that one similarity existed be­
tween schools with an enrollment of less than 500 students and schools 
with an enrollment of more than 1,000 students. Teachers cited "Varia­
tions in grouping students" the highest number of times. This might be 
attributed to the employment of "ungraded" classes. Student enrollment 
in small schools might necessitate assigning students to class sections, 
regardless of grade level. Student enrollment in large schools might 
be conducive to offering a variety of "ungraded" electives. This might 
also be attributed to "frequent resectioning of students." Student 
enrollment in small schools might facilitate observing students' 
academic performance to resection students as needed. A limited number 
of class sections might dictate a quasi-tract program. Student enroll­
ment in large schools might facilitate computer-assisted resectioning 
to schedule students in electives and to assist in sectioning and resec­
tioning students in "tract" programs. Data also indicate that two 
similarities existed between schools with an enrollment of less than 500 
students and more than 1,000 students. Teachers cited "Variations in 
scheduling and use of time" the second highest number of times. This 
might be attributed to these schools' incorporating large and small 
group instruction. Perhaps the size of these schools is conducive to 
teachers' developing cooperative working relationships. Perhaps the 
size of these schools is conducive to controlling the flexibility needed 
to expand and decrease group size. "Development of programs in the
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humanities" was cited the lowest number of times by teachers employed 
in schools with an enrollment of less than 500 students and 500 to
1,000 students. This might be attributed to the size of these schools' 
not being conducive to incorporating inter-disciplinary programs.
Perhaps the size of these schools limit curriculum offering to 
required courses, supplemented by electives not conducive to being 
interrelated with English courses.
The number of participants citing employment of innovative 
patterns indicates that innovative patterns are being incorporated in 
English departments in Louisiana public secondary schools. With in­
creased societal pressures to improve instruction, with increased com­
plexity in curriculum offerings, and with increased complexity in 
students' socio-economic, cultural-ethnic composition, it is reasonable 
to assume that the total number of participants who cited employment 
of innovative patterns will increase. Future research will be needed 
to ascertain adjustments to innovations in English programs.
Innovative Techniques
Illustrated in Tables 30, 31, 32, and 33 is the frequency distribu­
tion of innovative techniques cited by 1,287 participants.
Of the 1,552 teachers responding to the question; "Which of the 
following techniques are being used in teaching English in your school 
in grades 9, 10, 11, or 12?" a total of 1,287 or 83 percent cited tech­
niques; 42 or three percent indicated "none"; and 223 or 14 percent was 
included in an "others" category (76 or five percent, "no response"; 15 
or one percent, "subjective response"; and 132 or eight percent, "incor­
rect response"). Comments such as: "We'er just beginning to plan to
Table 30
Innovative Techniques Employed by Grade Level in 
Participating Schools with an Enrollment
of Less than 500 Students
Technique











No. (%)a No. (%)b No. (%)C No. (%)d No. (%)8
Lay Readers 19 02 8 01 5 01 5 01 37 02
Team Teaching 28 03 31 04 32 06 24 05 115 04
Large Group Instruction 180 19 174 21 16 03 149 28 519 18
Small Group Instruction 152 16 124 15 166 31 133 25 575 20
Programmed Learning 38 04 50 06 33 06 26 05 147 05
Teaching Machines 47 05 41 05 36 07 38 07 162 06
Ungraded Classes 18 02 17 02 11 02 11 02 57 02
Advanced Placement Classes 27 03 23 03 26 05 35 07 111 04
Special Classes in Remedial Reading 217 23 124 15 85 16 33 06 459 16
English Classes for Gifted Students 26 03 86 10 24 04 31 06 167 06
English Classes for Slow Students 133 14 93 11 64 12 23 04 313 11
Demonstration Teaching 24 02 33 04 17 03 16 03 90 03
Interschool Visitation 39 04 24 03 19 04 7 01 89 03
Question No. 2, page 7
aN = 948; %  = 828; CN = 534; dN = 531; eN = 2,841
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Table 31
Innovative Techniques Employed by Grade Level in
Participating Schools with an Enrollment
of 500 to 1,000 Students
Technique











No. <%)a No. ar No. (%)C No. ar No. (%)e
Lay Readers 16 01 17 01 13 01 11 01 57 01
Team Teaching 55 03 50 03 81 06 47 04 233 04
Large Group Instruction 256 14 235 14 202 15 169 15 862 14
Small Group Instruction 220 12 187 11 162 12 136 12 705 12
Programmed Instruction 73 04 65 04 27 02 37 03 202 03
Teaching Machines 92 05 69 04 54 04 36 03 251 04
Ungraded Classes 18 01 18 01 27 02 32 03 95 02
Advanced Placement Classes 146 08 151 09 135 10 134 12 566 09
Special Classes in Remedial Reading 366 20 302 18 189 14 147 13 1,004 17
English Classes for Gifted Students 183 10 183 11 148 11 138 12 652 11
English Classes for Slow Students 329 18 319 19 229 17 170 15 1,047 18
Demonstration Teaching 39 02 50 03 42 03 43 04 174 03
Interschool Visitation 37 02 34 02 38 03 31 03 140 02
Question No. 2, page 7
aN = 1,830; bN = 1,680 CN = 1,347 dN = 1,131 eN = 5,988
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Table 32
Innovative Techniques Employed by Grade Level in
Participating Schools with an Enrollment
of More than 1,000 Students












No. (%)a No. (%)b No. (%)C No. (%)d No. (%)e
Lay Readers 27 01 32 01 11 01 26 01 96 01
Team Teaching 106 04 130 04 77 07 106 04 419 04
Large Group Instruction 271 10 292 09 109 10 240 09 912 09
Small Group Instruction 244 09 259 08 98 09 236 09 837 09
Programmed Instruction 110 04 128 04 33 03 79 03 350 04
Teaching Machines 82 03 97 03 22 02 53 02 254 03
Ungraded Classes 108 04 132 04 55 05 132 05 427 04
Advanced Placement Classes 298 11 357 11 129 12 341 13 1,125 12
Special Classes in Remedial Reading 515 19 519 16 133 12 345 13 1,512 16
English Classes for Gifted Students 379 14 422 13 153 14 422 16 1,376 14
English Classes for Slow Students 406 15 529 20 197 18 449 17 1,581 17
Demonstration Teaching 79 03 97 03 32 03 79 03 287 03
Interschool Visitation 84 03 129 04 44 04 132 05 389 04
Question No. 2, page 7
aN = 2,709; bN = 3,123; CN = 1,093; dN = 2,640; eN = 9,565
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Table 33
Summary of Innovative Techniques Employed by 
Grade Level in All Participating Schools












No. (%)a No. (%)b No. (%)C No. (%)d No. a>e
Lay Readers 62 01 57 01 29 01 42 01 190 01
Team Teaching 189 04 211 04 190 06 177 04 767 04
Large Group Instruction 707 13 701 13 327 11 558 13 2,293 13
Small Group Instruction 616 12 570 10 426 14 505 12 2,117 12
Programmed Learning 221 04 243 04 93 03 142 03 699 04
Teaching Machines 221 04 207 04 112 04 127 03 667 04
Ungraded Classes 144 03 167 03 93 03 175 04 579 03
Advanced Placement Classes 471 09 531 09 290 10 510 12 1,802 10
Special Classes in Remedial Reading 908 17 945 17 407 14 525 12 2,785 15
English Classes for Gifted Students 588 11 691 12 325 11 591 14 2,195 12
English Classes for Slow Students 868 16 941 17 490 17 642 15 2,941 16
Demonstration Teaching 142 03 180 03 91 03 138 03 551 03
Interschool Visitation 160 03 187 03 101 03 170 04 618 03
Question No. 2, page 7
aN = 5,297; bN = 5,631; CN = 2,974; dN = 4,302 eN = 18,204
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incorporate some of these techniques," and "We don't have money to in­
corporate any of these techniques," and "Our administration is apathetic 
toward curriculum experimentation" typify "subjective response."
Marking the technique but omitting marking the grade level or levels 
defines "incorrect response."
Among the 488 participants teaching in schools with an enrollment 
of less than 500 students, a total of 443 or 97 percent cited tech­
niques; 12 or three percent indicated "none"; and 33 or seven percent 
was included in an "others" category (11 or two percent, "no response"; 
three or one percent, "subjective response"; and 19 or four percent, 
"incorrect response"). Data indicate that the top five cited tech­
niques, ranging from the highest to the lowest number of responses, 
included: (1) Small Group Instruction; (2) Large Group Instruction;
(3) Special Classes in Remedial Reading; (4) English Glasses for 
Slow Students; and (5) English Classes for Gifted Students.
Among the 415 participants teaching in schools with an enroll­
ment of 500 to 1,000 students, a total of 305 or 94 percent cited 
techniques; 20 or six percent indicated "none"; and 90 or 22 percent 
was included in an "others" category (32 or eight percent, "no 
response"; seven or two percent, "subjective response"; and 51 or 12 
percent, "incorrect response"). Data indicate that the top five 
cited techniques, ranging from the highest to the lowest number of 
responses, included: (1) Special Classes in Remedial Reading; (2)
English Classes for Slow Students; (3) Large Group Instruction; (4)
Small Group Instruction; and (5) Advanced Placement Classes.
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Among the 649 participants teaching in schools with an enroll­
ment of more than 1,000 students, a total of 539 or 98 percent cited 
techniques; 10 or two percent indicated "none"; and 100 or 15 percent 
was included in an "others" category (33 or five percent, "no 
response"; five or one percent, "subjective response"; and 62 or nine 
percent, "incorrect response"). Data indicate that the top five 
cited techniques, ranging from the highest to the lowest number of 
responses, included: (1) English Classes for Slow Students; (2)
Special Classes in Remedial Reading; (3) English Classes for Gifted 
Students; (4) Advanced Placement Classes; and (5) Large Group Instruc­
tion.
Teachers employed in schools with an enrollment of less than 
500 students cited 2,841 or 15 percent of the responses; teachers 
employed in schools with an enrollment of 500 to 1,000 students 
cited 5,988 or 33 percent of the responses; and teachers employed in 
schools with an enrollment of more than 1,000 students cited 9,566 or 
52 percent of the responses. Data also indicate that the rank, 
ranging from the highest to the lowest number of responses, included: 
(1) English Classes for Slow Students; (2) Special Classes in 
Remedial Reading; (3) English Classes for Gifted Students; (4) Small 
Group Instruction; (5) Advanced Placement Classes; (6 ) Team 
Teaching; (7) Programmed Learning; (8) Teachine Machines; (9) Inter­
school Visitation; (10) Ungraded Classes; (11) Demonstration 
Teaching; and (12) Lay Readers.
Analyses of these data indicate that seemingly various sized 
schools have no similarities regarding employment of innovative
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techniques. Yet scrutiny of the top five responses indicates that, 
regardless of school size, an attempt to meet the needs of slow and 
gifted students is seemingly apparent. This might be attributed to an 
attempt to meet students' academic needs by providing remediation as 
well as indepth study. Of particular note is that the larger the 
student enrollment, the greater the number of remedial and slow classes 
provided, regardless of grade level. Data indicate that in schools 
with enrollment of less than 500 students, four of the five techniques 
which received the highest number of responses decreased from grade 9 
to grade 12. This might be attributed to students' completing gradua­
tion requirements in English. "English Classes for Gifted Students" 
increased. This might be attributed to emphasis on preparing students 
to attend college. In schools with an enrollment of 500 to 1,000 
students, the five techniques which received the highest number of 
responses decreased from grade 9 to grade 12. However, "Ungraded 
Classes" increased. This might be attributed to incorporating English 
classes for those students lacking graduation requirements in English. 
This might also be attributed to development of a program in which 
students are motivated and elect English classes. In schools with an 
enrollment of more than 1,000 students, three of the five techniques 
which received the highest number of responses increased from grade 9 
to grade 12. "English Classes for Slow Students," "English Classes for 
Gifted Students," and "Advanced Placement Classes" increased. "Ungraded 
Classes" and "Interschool Visitation" also increased. This might be 
attributed to an attempt to meet the needs of slow students striving to 
earn graduation requirements in English as well as an attempt to meet
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the needs of students planning to attend college. Perhaps "Ungraded 
Classes" increased at the twelfth grade level as a result of the impact 
that the change in graduation requirements whereby a reading credit 
was first accepted as a substitute for an English credit then was ad­
justed and accepted as an elective credit has on course selection.
The number of participants citing innovative techniques indi­
cates that innovative techniques are being employed in Louisiana 
public secondary schools. English programs are seemingly organized 
to provide remediation for students lacking basic skills as well as 
advanced studies for academically inclined students. With increased 
societal pressure to meet the needs of all students, regardless of 
socio-economic and cultural-ethnic backgrounds, it is reasonable to 
assume that the number of innovative techniques employed in Louisiana 
public secondary schools will increase. Future research will be 
needed to determine fluctuation.
Teaching Aids
Presented in Tables 34, 35, and 36 is the frequency distribution 
of employment of teaching aids as cited by 1,276 participants.
Of the 1,552 teachers responding to the question: "Which of
these teaching aids are employed on a regular basis?" a total of 
1,276 or 82 percent cited employment of teaching aids; 41 or three 
percent indicated "none"; and 235 or 15 percent was included in an 
"others" category (75 or five percent, "no response"; 47 or three 
percent, "subjective response"; and 113 or seven percent, "incorrect 
response"). Comments such as: "The aid employed depends on the unit
taught" and "Planning to employ an aid and having it available when
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Table 34
Teaching Aids Employed Daily, Weekly, or 
Monthly by Teachers Employed in Schools 
With an Enrollment of Less than 500 
Students
Teaching Aid
F R E Q D E N C Y
Daily Weekly Monthly Total Response
No. <%)a No. m b No. (%)° No. (%)d
Phonograph 8 08 138 21 241 21 387 20
Library of Recordings 4 04 105 16 138 12 247 13
Filmstrip Projector 7 07 131 20 230 20 368 19
Motion Picture Projector 0 00 23 04 149 13 172 09
Opaque Projector 9 09 33 05 57 05 99 05
Overhead Projector 33 33 125 19 138 12 296 16
Tape Recorder 12 12 79 12 144 13 235 12
Television 6 06 7 01 32 03 45 03
Reading Accelerator 15 16 10 02 9 01 34 02
Teaching Machine 5 05 6 01 11 01 22 01
Question No. 3, page 7
aN = 99
bN = 657




Teaching Aids Employed Daily, Weekly, or Monthly by 
Teachers Employed in Schools with an Enrollment 
of 500 to 1,000 Students
Teaching Aid
F R E Q U E N C Y
Daily Weekly Monthly Total Response
No. (%)3 No. tt)b No. (%)c No. (%)d
Phonograph 42 16 261 21 294 16 597 18
Library of Recordings 37 14 186 15 269 14 492 14
Filmstrip Projector 21 08 236 19 312 17 569 17
Motion Picture Projector 5 02 87 07 298 16 390 11
Opaque Projector 8 03 37 03 113 06 158 05
Overhead Projector 84 32 199 16 204 11 487 14
Tape Recorder 40 15 161 13 308 16 509 15
Television 6 02 37 03 45 02 88 03
Reading Accelerator 5 02 25 02 24 01 54 02
Teaching Machine 16 06 13 01 22 01 51 01
Question No. 3, page 7
aN = 264
hi = 1,242 




Teaching Aids Employed Daily, Weekly, or Monthly by 
Teachers Employed in Schools with an Enrollment 
of More than 1,000 Students
Teaching Aid
F R E 0 O E N C Y
Daily Weekly Monthly Total Response
No. (%)a No. (%)b No. (%)C No. (%)d
Phonograph 85 12 429 25 386 18 900 20
Library of Recordings 78 11 257 15 214 10 549 12
Filmstrip Projector 71 10 290 17 407 19 768 17
Motion Picture Projector 42 06 103 06 343 16 488 11
Opaque Projector 35 05 86 05 150 07 271 06
Overhead Projector 183 26 294 17 236 11 713 15
Tape Recorder 113 16 189 11 278 13 580 13
Television 21 03 34 02 86 04 141 03
Reading Accelerator 49 07 15 01 22 01 86 02
Teaching Machine 28 04 19 01 20 01 67 01
Question No. 3, page 7
aN = 705
^  = 1,716 
CN = 2,142 
dN = 4,563
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needed frequently do not coincide" typify "subjective response."
Marking the aid but omitting marking "daily, weekly, or monthly" defines 
"incorrect response."
Among the 488 participants teaching in schools with an enrollment 
of less than 500 students, a total of 427 or 88 percent cited teaching 
aids; 20 or four percent indicated "none"; and 41 or eight percent was 
included in an "others" category (nine or two percent, "no response"; 
five or one percent, "subjective response"; and 27 or five percent, 
"incorrect response"). Data indicate that the top five cited teaching 
aids, ranging from the highest to the lowest number of total responses, 
included: (1) Phonograph; (2) Filmstrip Projector; (3) Overhead 
Projector; (4) Library of Recordings; and (5) Tape Recorder.
Among the 415 participants teaching in schools with an enrollment 
of 500 to 1,000 students, a total of 312 or 75 percent cited teaching 
aids; nine or 22 percent indicated "none"; and 94 or 23 percent was 
included in an "others" category (31 or eight percent, "no response";
18 or four percent, "subjective response"; and 45 or 11 percent, 
"incorrect response"). Data indicate that the top five cited teaching 
aids, ranging from the highest to the lowest number of total responses, 
included: (1) Phonograph; (2) Filmstrip Projector; (3) Tape Recorder;
(4) Library of Recordings; and (5) Overhead Projector.
Among the 649 participants teaching in schools with an enrollment 
of more than 1,000 students, a total of 537 or 83 percent cited teach­
ing aids; 12 or two percent indicated "none"; and 100 or 15 percent was 
included in an "others" category (35 or five percent, "no response";
24 or four percent, "subjective response"; and 41 or six percent,
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"incorrect response"). Data indicate that the top five cited teaching 
aids, ranging from the highest to the lowest number of total responses 
included: (1) Phonograph; (2) Filmstrip Projector; (3) Overhead Projec­
tor; (4) Tape Recorder; and (5) Library of Recordings.
Table 37 contains the total number of teaching aids employed on 
a "daily," "weekly," or "monthly" basis. Data indicate that the rank, 
ranging from the highest to the lowest total number of responses, in­
cluded: (1) Phonograph; (2) Filmstrip Projector; (3) Overhead Projec­
tor; (4) Tape Recorder; (5) Library of Recordings; (6) Motion Picture 
Projector; (7) Opaque Projector; (8) Television; (9) Reading Accelera­
tor; (10) Teaching Machines. Data indicate that the rank, ranging from 
the highest to the lowest number of responses for teaching aids 
employed on a daily basis,included: (1) Overhead Projector; (2) Tape
Recorder; (3) Phonograph; (4) Library of Recordings; (5) Filmstrip 
Projector; (6 ) Reading Accelerator; (7) Opaque Projector; (8) Teaching 
Machine; (9) Motion Picture Projector; and (10) Television. Data 
indicate that the rank, ranging from the highest to the lowest number 
of responses for teaching aids employed on a weekly basis, included:
(1) Phonograph; (2) Filmstrip Projector; (3) Overhead Projector; (4) 
Library of Recordings; (5) Tape Recorder; (6 ) Motion Picture Projector; 
(7) Opaque Projector; (8) Television; (9) Reading Accelerator; and (10) 
Teaching Machines. Data indicate that the rank, ranging from the 
highest to the lowest number of responses for teaching aids employed 
on a monthly basis, included: (1) Filmstrip Projector; (2) Phonograph;
(3) Motion Picture Projector; (4) Tape Recorder; (5) Library of Re­
cordings; (6 ) Overhead Projector; (7) Opaque Projector; (8) Television;
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Table 37
Teaching Aids Employed Daily, Weekly, or Monthly 
by All Participating Teachers
Teaching Aid
F R E Q U E N C Y
Daily Weekly Monthly Total Response
No. <%)a No. (%)b No. (%)c No. (%)d
Phonograph 135 13 828 23 921 18 1,884 19
Library of Recordings 119 11 548 15 621 12 1,288 13
Filmstrip Projector 99 09 657 18 949 19 1,705 17
Motion Picture Projector 47 04 213 06 790 15 1,050 11
Opaque Projector 52 05 156 04 320 06 528 05
Overhead Projector 300 28 618 17 578 11 1,496 15
Tape Recorder 165 15 429 12 730 14 1,324 14
Television 33 03 78 02 163 03 274 03
Reading Accelerator 69 07 50 02 55 01 174 02
Teaching Machine 49 05 38 01 53 01 140 01
Question No. 3, page 7
aN = 1,068 
bN = 3,615 
°N = 5,180 
dN = 9,863
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(9) Reading Accelerator; and (10) Teaching Machines. Data indicate 
that employment of teaching aids on a daily basis received 1,068 or 11 
percent of the responses; on a weekly basis, 3,615 or 37 percent; and 
on a monthly basis, 5,180 or 52 percent. A total of 9,863 responses was 
received (1,905 or 20 percent from teachers employed in schools with an 
enrollment of less than 500 students; 3,395 or 34 percent from teachers 
employed in schools with an enrollment of 500 to 1,000 students; and 
4,563 or 46 percent from teachers employed in schools with an enroll­
ment of more than 1,000 students).
Analyses of these data indicate that "Overhead Projector" was 
employed most frequently on a "daily" basis; "Phonograph" was employed 
most frequently on a "weekly" basis; and "Filmstrip Projector" was 
employed most frequently on a "monthly" basis. This might be attri­
buted to the availability of these teaching aids. This might also be 
attributed to the adaptability of these teaching aids to daily lesson 
plans and weekly and monthly units of instruction. Of special note is 
that seemingly the more expensive a teaching aid, the less it is 
employed. This might be attributed to a lack of funds earmarked to 
purchase the more expensive teaching aids. This might also be attri­
buted to a limited number of these expensive teaching aids available 
for distribution among teaching personnel. Of special note also is 
that, regardless of size of student enrollment, "Phonograph" and 
"Filmstrip Projector" were the two teaching aids which received the 
highest number of responses. Three other teaching aids; "Overhead 
Projector," "Library of Recordings," and "Tape Recorder," were cited 
among the top five teaching aids employed by teachers, regardless of
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size of student enrollment. This might be attributed to availability 
and adaptability of these five teaching aids. Of particular note is 
that teaching aids utilized in reading instruction and programmed 
teaching were the only type of teaching aids that did not increase in 
use from daily, to weekly, to monthly utilization. This might be 
attributed to reading and programmed instruction's being incorporated in 
the classroom as supplementary activities. This might also be attri­
buted to the individualization of instruction seemingly inherent in 
reading and programmed instruction.
The number of teachers citing employment of teaching aids indi­
cates that English teachers are employing teaching aids in English 
classes in Louisiana public secondary schools. With increased emphasis 
on technology, with reduced emphasis on the printed word, with 
increased emphasis to improve instruction, and with increased funds 
earmarked to purchase teaching aids, it is reasonable to assume that 
the total number of English teachers employing teaching aids in the 
classrooms of Louisiana public secondary schools will increase. Re­
search to ascertain the availability, adaptability, and employment of 
teaching aids will be needed.
Variations in Scheduling and Use of Time
Table 38 reports the frequency distribution employment of varia­
tions in scheduling and use of time as cited by 755 participants.
Of the 1,552 teachers participating in this study, a total of 755 
or 47 percent responded to the question: "Which of these variations in
scheduling and use of time are employed by your school? A total of 772 
or 51 percent indicated "not applicable." And 25 or two percent was
Table 38
Variations in Scheduling and Use of Time
Employed in Participating Schools
F R E Q U E N C Y
Less than 500 to More than Total
500 1,000 1,000 Response
Variation No. (%)a No. <%)b No. (%)c No. (%)d
Large Groups 180 38 256 38 292 30 728 34
Small Groups 166 35 220 33 259 26 645 30
Modular Scheduling 4 01 7 01 32 03 43 02
Occasional Lengthened Periods 10 02 16 02 35 03 61 03
Reading Rooms 20 04 46 07 85 09 151 07
Writing Laboratories
Instructional Materials Centers with Carrels for
3 01 10 02 23 02 36 02
Independent Work 21 05 36 05 86 09 143 07
Independent Study Programs 27 06 30 04 88 09 145 07
Semi-Independent Study Programs 38 08 51 08 88 09 177 08
Question No. 4, page 8
aN = 469; bN = 672; CN » 988; dN = 2,129
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included in an "others" category (six or less than one percent, "no 
response"; 13 or one percent, "subjective response"; and six or less 
than one percent, "incorrect response"). Comments such as: "Instruc­
tion is individualized within my own classroom" and "Our students are 
too academically deficient to complete individually oriented special 
assignments" typify "subjective response." Marking "Grouping" but 
not indicating "Large Groups" and/or "Small Groups" defines "incor­
rect response."
Among the 488 participants teaching in schools with an enrollment 
of less than 500 students, a total of 180 or 37 percent cited variations 
in scheduling and use of time; 302 or 62 percent indicated "not appli­
cable"; and six or one percent was included in an "others" category 
(three or one percent, "no response"; two or less than one percent, 
"subjective response"; and one or less than one percent, "incorrect 
response"). Data indicate that "Large Groups" and "Small Groups" re­
ceived the highest number of responses respectively.
Among the 415 participants teaching in schools with an enrollment 
of 500 to 1,000 students, a total of 283 or 68 percent cited variations 
in scheduling and use of time; 119 or 29 percent indicated "not appli­
cable"; and 13 or three percent was included in an "others" category 
(five or one percent, "no response"; one or less than one percent, "sub­
jective response"; and seven or two percent, "incorrect response").
Data indicate that "Large Groups" and "Small Groups" received the 
highest number of responses respectively.
Among the 649 participants teaching in schools with an enrollment 
of more than 1,000 students, a total of 292 or 45 percent cited
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variations in scheduling and use of time; 351 or 54 percent indicated 
"not applicable"; and six or one percent was included in an "others" 
category (three or one percent "no response"; one or less than one per­
cent, "subjective response"; and two or less than one percent, "incor­
rect response"). Data indicate that "Large Groups" and "Small Groups" 
received the highest number of responses respectively.
The top five variations in scheduling and use of time, ranked 
from the highest number of responses to the lowest, included: (1)
Large Groups; (2) Small Groups; (3) Semi-Independent Study Programs;
(4) Reading Rooms; and (5) Independent Study Programs.
Data indicate that 469 or 22 percent of the total number of 
responses was cited by teachers employed in schools with an enrollment 
of less than 500 students; 672 or 32 percent, by teachers employed in 
schools with an enrollment of 500 to 1,000 students; and 988 or 46 
percent, by teachers employed in schools with an enrollment of more 
than 1,000 students. A total of 1,252 variations in scheduling and 
use of time was cited.
Analyses of these data indicate that "Large Groups" and "Small 
Groups" received the highest number of responses, regardless of school 
size. This might be attributed to an attempt to individualize instruc­
tion. This might also be attributed to an attempt to distribute 
teaching responsibilities by incorporating "team teaching." Of special 
note is that variations such as "Modular Scheduling" and "Occasional 
Lengthened Periods," which might aid in grouping, received few responses. 
This might be attributed to teachers within the English department 
organizing various sized groups within their own classrooms. This
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might also be attributed to teachers within the English department 
organizing various sized groups among the department personnel in lieu 
of the entire school operating on a modified schedule. Of particular 
note also is that "Instructional Materials Centers with Carrels for 
Independent Work" was cited in the top five highest number of responses, 
regardless of size of student enrollment. This might be attributed to 
modernization of facilities. This might also be attributed to an 
attempt to meet individual needs by providing academically able stu­
dents an opportunity to complete special assignments. Also of special 
note is that "Writing Laboratories" received the lowest number of total 
responses. This might be attributed to a lack of application of 
laboratory-type equipment to composition. Perhaps equipment such as 
dictaphones and tape recorders are not employed in composition teaching.
The number of teachers citing employment of variations in sched­
uling and use of time indicates that, with the exception of large and 
small groups, these variations are employed in Louisiana public 
secondary schools on a limited basis. With increased over-crowding of 
school facilities, with increased employment of computer-assisted 
scheduling, with increased additions to curriculums, and with increased 
emphasis on improving instruction, it is reasonable to assume that the
total number of schools incorporating variations in scheduling and use
of time will increase. Research to ascertain adjustments to variations 
in scheduling and use of time will be needed.
Variations in the Use of Staff
Presented in Table 39 is the frequency distribution of employment 
of variations in the use of staff as cited by 805 participants.
Table 39
Variations in the Use of Staff 
Employed in Participating Schools
F R E Q U E N C Y
Less than 500 to More than Total 
500_______ 1^000  1,000  Response
Variation No. (%)a No. (%)b No. (%)c No. (%)c
Clerical Assistants 48 20 67 15 67 09 182 13
Lay Readers 37 15 57 13 96 13 190 13
Television Teaching 45 18 88 20 141 19 274 19
Telecture 0 00 2 00 5 01 7 01
Team Teaching 115 47 233 52 419 58 767 54
Question No. 5, page 8
aN = 245; bN = 447; CN = 728; dN = 1,420
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Of the 1,552 teachers participating in this study, a total of 805 
or 52 percent responded to the question: "Which of these variations
in the use of staff are used by your department?" A total of 725 or 
47 percent indicated "not applicable." And 22 or one percent was in­
cluded in an "others" category (11 or one percent, "no response"; six 
or less than one percent, "subjective response"; and five or less than 
one percent, "incorrect response11) .
Comments such as: "I wish we had sufficient money" and "Where
do we find 'educated' lay readers?" typify "subjective response." 
Marking "others" but not specifying a variation defines "incorrect 
response."
Among the 488 participants teaching in schools with an enrollment 
of less than 500 students, a total of 124 or 26 percent cited varia­
tions in the use of staff; 353 or 72 percent indicated "not applicable"; 
and 11 or two percent was included in an "others" category (five or one 
percent, "no response"; four or one percent, "subjective response"; and 
two or less than one percent, "incorrect response"). Data indicate 
that "Team Teaching" received the highest number of responses. "Telec- 
ture" received the lowest number of responses.
Among the 415 participants teaching in schools with an enrollment 
of 500 to 1,000 students, a total of 247 or 60 percent cited variations 
in the use of staff; 162 or 39 percent indicated "not applicable"; and 
six or one percent was included in an "others" category (three or one 
percent, "no response"; one or less than one percent, "subjective 
response"; and two or less than one percent, "incorrect response").
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Data indicate that "Team Teaching" received the highest number of re­
sponses. "Telecture" received the lowest number of responses.
Among the 649 participants teaching in schools with an enrollment 
of more than 1,000 students, a total of 434 or 67 percent cited varia­
tions in the use of staff; 210 or 32 percent indicated "not applicable":
and five or one percent was included in an "others" category (three or 
one percent, "no response"; one or less than one percent, "subjective 
response"; and one or less than one percent, "incorrect response").
Data indicate that "Team Teaching" received the highest number of re­
sponses. "Telecture" received the lowest number of responses.
The order of variations, ranked from the highest to the lowest 
number of total responses, included: (1) Team Teaching; (2) Television
Teaching; (3) Lay Readers; (4) Clerical Assistants; and (5) Telecture.
Data indicate that 245 or 17 percent of the total number of 
responses was cited by teachers employed in schools with an enrollment 
of less than 500 students; 447 or 32 percent, by teachers employed in
schools with an enrollment of 500 to 1,000 students; and 728 or 51
percent by teachers employed in schools with an enrollment of more than
1,000 students. A total of 1,420 variations in the use of staff was 
cited.
Analyses of these data indicate that "Team Teaching" received the 
highest number of responses, regardless of size of student enrollment. 
This might be attributed to an attempt to encourage teachers to cooper­
ate to improve instruction by assigning teachers who possess specialized 
knowledge or who are effective in certain areas to assume responsibili­
ties commensurate with special abilities, talents, and training. This
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might also be attributed to an attempt to alleviate over-crowded condi­
tions by employing frequent large group instruction and infrequent 
small group instruction. "Telecture" received the lowest number of 
responses, regardless of size of student enrollment. This might be 
attributed to a lack of funds to finance this type of technology. This 
might also be attributed to a fear that technology will replace the 
classroom teacher or that the classroom teacher will have to compete 
with the "celebrity." Of special note is that "Television Teaching" 
and "Telecture," two closely related variations, received varying number 
of responses. This might be attributed to teachers'assigning students 
to view broadcasts of special programs on home television sets. Also 
of particular note is that employment of "Clerical Assistants" and "Lay 
Readers" was seemingly greater in schools with an enrollment of less 
than 500 students. This might be attributed to an attempt to provide 
supplementary assistance to teachers burdened with virtually all or 
completely all responsibility for English instruction. Perhaps the 
employment of one or more clerical aids who were assigned to assist 
throughout the school enabled English personnel to capitalize on the 
assistance of aids. Perhaps schools with larger student enrollments 
employed maximum teaching personnel and were therefore limited in 
budgeting funds for supplementary aids.
The number of teachers citing employment of variations in the use 
of staff indicates that these variations are employed in Louisiana 
public secondary schools on a limited basis. With increased over­
crowding of school facilities, with less expensive equipment developed, 
with teacher-training programs geared to televised instruction, and with
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increased emphasis to capitalize on students' seemingly addiction to 
television, it is reasonable to assume that the employment of varia­
tions in the use of staff will increase. Research to ascertain adjust­
ments to variations in the use of staff will be needed.
Clerical Assistants
Illustrated in Table 40 is the frequency distribution of tasks 
for which clerical assistants are responsible as indicated by 182 par­
ticipants .
Of the 1,552 teachers participating in this study, a total of 182 
or 12 percent responded positively to the question: If your depart­
ment makes use of clerical assistants, which tasks are they responsible 
for?" A total of 1,370 or 88 percent indicated "not applicable."
Among the 488 participants teaching in schools with an enrollment 
of less than 500 students, a total of 48 or 10 percent cited tasks for 
which clerical assistants are responsible; 440 or 90 percent indicated 
"not applicable." Data indicate that "Type" received the highest number 
of responses. "Manage Textbook Records" received the lowest number of 
responses.
Among the 415 participants teaching in schools with an enrollment 
of less than 500 students, a total of 67 or 16 percent cited tasks for 
which clerical assistants are responsible; 348 or 84 percent indicated 
"not applicable." Data indicate that "Type" received the highest number 
of responses. "Maintain Class Rolls for Individual Teachers" and 
"Manage Laboratory Rooms" received the lowest number of responses.
Among the 649 participants teaching in schools with an enrollment 
of 67 or 10 percent cited tasks for which clerical assistants are
Table 40
Tasks for Which Clerical Assistants Are Responsible
F R E Q U E N C Y
Less than 500 to More than Total
500 1,000 1,000 Response
Task No. (%)a No. (%)b No. (%)c No. (%)d
Record Grades 15 13 17 13 30 14 62 14
Type 48 43 62 47 62 29 173 37
File 28 24 27 20 50 23 105 23
Maintain Class Rolls for Individual Teachers 5 04 4 03 21 10 29 06
Manage Textbook Records 2 02 7 05 14 06 23 05
Manage Recording Libraries 6 05 6 05 17 08 29 06
Manage Department Centers 4 03 5 04 9 04 18 04
Manage Laboratory Rooms 7 06 4 03 13 06 24 05
Question No. 6 , page 8
aN = 115; %  = 132; CN = 216; dN = 463
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responsible; 582 or 90 percent indicated "not applicable." Data indi­
cate that "Type" received the highest number of responses. "Manage 
Department Centers" received the lowest number of responses.
The order of tasks, ranked from the highest to the lowest number 
of total responses, included: (1) "Type"; (2) "File"; (3) "Record
Grades"; (4) "Maintain Class Rolls for Individual Teachers" and 
"Manage Recording Libraries"; (5) "Manage Laboratory Rooms"; (6 )
"Manage Textbook Records"; and (7) "Manage Department Centers."
Data indicate the 115 or 25 percent of the total number of re­
sponses was cited by teachers employed in schools with an enrollment 
of less than 500 students; 132 or 28 percent, by teachers employed 
in schools with an enrollment of 500 to 1,000 students; and 216 or 
47 percent, by teachers in schools with an enrollment of more than
1,000 students. A total of 463 tasks for which clerical assistants 
are responsible was cited.
Analyses of these data indicate that "Type" received the highest 
number of responses,regardless of size of student enrollment. This 
might be attributed to employment of a person or persons to assist in 
typing examinations. This might also be attributed to employment of a 
person or persons to assist with administrative tasks as well as class­
room tasks. Of special note is that the tasks related to clerical 
skills received a higher number of responses than tasks related to 
managerial skills. Perhaps this is the result of teachers' assuming 
managerial tasks. This might also be attributed to appointment of a 
department head or chairman to assume managerial responsibility.
The number of teachers citing tasks for which clerical assistants
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are responsible indicates that clerical assistants are primarily respon­
sible for performing typing and filing tasks. Managerial responsibili­
ties are minimal. With increased societal pressure for teachers to 
improve instruction, it is reasonable to assume that clerical assistants 
will become increasingly involved in performing managerial tasks to 
free teachers to plan, organize, and improve instruction. Research 
will be needed to ascertain additional or varied-type duties assumed 
by clerical assistants.
Lay Reader Program
Table 41 reports the frequency distribution of lay reader program 
functions as indicated by 190 participants.
Of the 1,552 teachers participating in this study, a total of 190 
or 12 percent responded positively to the question: "If your depart­
ment has a lay reader program, what is its primary function?" A total 
of 1,347 or 87 percent indicated "not applicable." And 15 or one per­
cent did not respond.
Among the 488 participants teaching in schools with an enrollment 
of less than 500 students, a total of 37 or eight percent cited func­
tions of lay reader programs; 449 or 92 percent indicated "not appli­
cable"; and two or less than one percent did not respond. Data 
indicate that "Used to Supplement the Efforts of the Classroom Teacher 
by Reading Assignments over and above What the Students Would Ordinarily 
Be Expected to Write" received the highest number of responses. "Used 
as a Solution to Reduce the Teacher Load Problem" received the lowest 
number of responses.
Among the 415 participants teaching in schools with an enrollment
Table 41
Functions of Lay Reader Programs










No. (%)a No. (%)b No. (%)c No. (%)d
Used to Supplement the Efforts of the Classroom 
Teacher by Reading Assignments over and 
above What the Students Would Ordinarily Be 
Expected to Write 18 38 32 49 31 34 91 39
Used as a Solution to Reduce the Teacher Load 
Problem 14 29 16 24 38 31 68 29
Used to Supervise Students in English Classrooms 16 33 18 27 42 35 76 32
Question No. 7, page 9
aN = 48; bN = 66; CN = 121; dN = 235
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of 500 to 1,000 students, a total of 57 or 14 percent cited functions 
of lay reader programs; 354 or 85 percent indicated "not applicable"; 
and four or one percent did not respond. Data indicate that "Used to 
Supplement the Efforts of the Classroom Teacher by Reading Assignments 
over and above What the Student Would Ordinarily Be Expected to Write" 
received the highest number of responses. "Used as a Solution to Re­
duce the Teacher Load Problem" received the lowest number of responses.
Among the 649 participants teaching in schools with an enrollment 
of more than 1,000 students, a total of 96 or 15 percent cited functions 
of lay reader programs; 544 or 84 percent indicated "not applicable"; 
and nine or one percent did not respond. Data indicate that "Used to 
Supplement the Efforts of the Classroom Teacher by Reading Assignments 
over and above What the Students Would Ordinarily Be Expected to Write" 
received the highest number of responses. "Used as a Solution to 
Reduce the Teacher Load Problem" received the lowest number of responses.
The order of lay reader program functions, ranked from the highest 
to the lowest number of total responses, included: (1) "Used to Sup­
plement the Efforts of the Classroom Teacher by Reading Assignments 
over and above What the Students Would Ordinarily Be Expected to Write"; 
(2) "Used to Supervise Students in English Classrooms"; and (3) "Used 
as a Solution to Reduce the Teacher Load Problem."
Data indicate that 48 or 20 percent of the total number of re­
sponses was cited by teachers employed in schools with an enrollment 
of less than 500 students; 66 or 28 percent, by teachers employed in 
schools with an enrollment of 500 to 1,000 students; and 121 or 52
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percent by teachers employed in schools with an enrollment of more than
1,000 students. A total of 235 functions of lay reader programs was 
cited.
Analyses of these data indicate that "Used to Supplement the 
Efforts of the Classroom Teacher by Reading Assignments over and above 
What the Students Would Ordinarily Be Expected to Write" received the 
highest number of responses, regardless of size of student enrollment.
This might be attributed to an effort to employ lay readers to relieve 
teachers of tedious, time-consuming, paper grading activities to devote 
time to improving instruction. Of special note is that, regardless of the 
size of student enrollment, functions received the same rank. This 
might be attributed to an effort to provide complementary assistance to 
the classroom teacher by providing supplementary assistance to students. 
Perhaps lay readers assist not only by grading assignments and super­
vising students but also by scheduling individual student conferences 
or by assuming classroom duties to relieve classroom teachers to 
schedule individual student conferences.
The number of teachers citing functions of lay reader programs 
indicates that lay readers are used primarily to supplement the efforts 
of classroom teachers by reading assignments in addition to assignments 
which students would ordinarily be expected to write. The employment 
of lay readers in Louisiana public secondary schools is minimal. With 
increased societal pressure for teachers to improve instruction of the 
"basics," it is reasonable to assume that the use of lay readers to aid 
teachers in grading assignments and scheduling individual student con­
ferences will increase. Research will be needed to ascertain if emphasis
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on improving instruction in the "basics," namely writing, will affect 
the incorporation of lay reader programs in Louisiana public secondary 
schools.
Television Teaching
Presented in Table 42 is the frequency distribution of the number 
of teachers who employ television teaching.
Of the 1,552 teachers participating in this study, a total of 261 
or 17 percent responded positively to the question; "If your depart­
ment makes use of television teaching, which of the following are appli­
cable?" A total of 1,276 or 82 percent indicated "not applicable." And 
15 or one percent did not respond.
Among the 488 participants teaching in schools with an enrollment 
of less than 500 students, a total of 43 or nine percent described tele­
vision teaching; 441 or 90 percent indicated "not applicable"; and four 
or one percent did not respond. Data indicate that "Broadcasts of 
Special Programs" received the highest number of responses. "Availabil­
ity of Kinescopes" received the lowest number of responses.
Among the 415 participants teaching in schools with an enrollment 
of 500 to 1,000 students, a total of 85 or 20 percent described tele­
vision teaching; 327 or 79 percent indicated "not applicable"; and three 
or one percent did not respond. Data indicate that "Broadcasts of 
Special Programs" received the highest number of responses. "Availabil­
ity of Kinescopes" received the lowest number of responses.
Among the 649 participants teaching in schools with an enrollment 
of more than 1,000 students, a total of 133 or 20 percent described
Table 42
Descriptions of Television Teaching Employed 
in English Programs
F R E O U E N C Y
Less than 500 to More than Total
Television Teaching 500 I,'000 1,000 Response
No. (%)a No. (%)b No. (%)c No. (%)d
Closed Circuit or Educational Television 15 27 33 31 124 46 172 40
Availability of Kinescopes 0 00 0 00 14 05 14 03
Broadcasts of Special Programs 40 73 75 69 133 49 248 57
Question No. 8 , page 9
aN = 55; bN = 108; CN = 271; dN = 434
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television teaching; 508 or 78 percent indicated "not applicable"; and 
eight or one percent did not respond. Data indicate that "Broadcasts 
of Special Programs" received the highest number of responses. "Avail­
ability of Kinescopes" received the lowest number of responses.
The order of television teaching descriptions, ranked from the 
highest to the lowest number of total responses, included: (1)
"Broadcasts of Special Programs"; (2) "Closed Circuit or Educational 
Television"; and (3) "Availability of Kinescopes."
Data indicate that 55 or 13 percent of the total number of 
responses was cited by teachers employed in schools with an enroll­
ment of less than 500 students; 108 or 25 percent, by teachers 
employed in schools with an enrollment of 500 to 1,000 students; and 
271 or 62 percent, by teachers employed in schools with an enrollment 
of more than 1,000 students. A total of 510 descriptions of television 
teaching was cited.
Analyses of these data indicate that "Broadcasts of Special 
Programs" received the highest number of responses, regardless of the 
size of student enrollment. This might be attributed to English 
teachers' capitalizing on the availability of television sets in 
students' homes. This might also be attributed to an emphasis on 
contemporary literature in English programs. The study of genres such 
as "science fiction" and "soap operas" and the study of media and the 
impact that themes such as violence and crime have on society might 
have penetrated English programs in Louisiana public secondary 
schools. Of special note is that, regardless of the size of student 
enrollment, descriptions received the same rank. This might be
200
attributed to the cost and availability of specialized equipment. Of
special note also is the limited use of "kinescopes." This might be
a result of "film making" not having affected Louisiana English 
programs. This type apparatus is frequently used in "film making" 
classes to take a series of instantaneous photographs and exhibit 
these photographs upon a screen showing a moving picture.
The number of teachers describing television teaching indicates 
that "Broadcasts of Special Programs" best describes television teach­
ing. The employment of television to assist with instruction in Louisi­
ana public secondary English programs is minimal. With increased funds 
earmarked to incorporate television teaching and with increased emphasis 
on media, it is reasonable to assume that television teaching will be­
come more prevalent in English programs. Research will be needed to 
ascertain additions to curriculum offerings and the incorporation of 
needed specialized equipment. Research will also be needed to ascertain 
the effect that state-wide as well as local interest in television teach­
ing will have on English programs in Louisiana public secondary schools.
Variations in Grouping
Table 43 reports the frequency distribution of variations in 
grouping as cited by 857 participants who responded to the question: 
"Which of these variations in grouping are used by your department?"
Of the 1,552 teachers participating in this study, a total of 857 
or 55 percent cited variations in grouping; 588 or 38 percent indicated 
"not applicable"; and 107 or seven percent was placed in an "others" 
category (80 or five percent, "no response"; 11 or one percent, "subjec­
tive response"; and 16 or one percent, "incorrect response"). Comments
Table 43
Variations in Grouping Employed by Participating Schools
F R E Q U E N C Y
Less than 500 to More than Total 
500_______ 1,000_______ 1,000______ Response(jtOUpjLUg
No. <%)a No. (%)b No. (%)c No. (%)d
Track Program to Classify Students 45 17 38 12 82 10 165 12
Ungraded Teaching 7 03 10 03 70 09 87 06
Ungraded Electives Offered in Addition to Specified
or Basic Course Offerings 11 04 21 06 53 06 85 06
A Single Class for First-, Second-, Third-, and
Fourth-year Pupils 80 31 49 15 46 06 175 12
Ungraded Classes in Art, Social Studies, or Other
Related Subjects 5 02 11 03 38 05 54 04
Programs Involving Participating College or
University Instructors 1 00 5 02 29 03 35 02
Enrollment in Credit Courses in College 48 19 21 06 64 08 133 09
Permission to Elect English Classes ("English by Choice") 32 12 19 28 229 28 352 25
Frequent Resectioning of Students
Every Semester 12 05 43 13 125 15 180 13
Every Half Semester 3 01 18 06 29 04 50 04
Other Every Twelve Weeks 0 00 0 00 13 02 13 01
Every Nine Weeks 2 01 1 00 14 02 17 01
Every Six Weeks 9 03 3 01 4 00 16 01
When Needed 0 00 5 02 12 01 17 01
Annually 0 00 4 01 6 01 10 01
Table 43 (continued)










No. (%)a No. (7o)b No. (%)c No. (%)d
Students Assigned to Work with One Teacher for Three 
Days Each Week and Assigned to Another Teacher for 
Specialized Instruction on the Other Two Days 









Question No. 9, page 9
aN - 260; hN = 328; CN = 818; dN = 1,406
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such as: "The teacher who instructs in this type grouping is on
sabbatical leave^ "Frequent change of English personnel retards our 
employment of these type variations," and "Our students' academic com­
petency is not conducive to employing these variations" typify "subjec­
tive response." Marking "Frequent Resectioning of Students" but not 
specifying frequency and marking "Variation of the preceding student 
Assignment" but not specifying the variation define "incorrect 
response."
Among the 488 participants teaching in schools with an enrollment 
of less than 500 students, a total of 198 or 41 percent cited variations 
in grouping; 265 or 54 percent indicated "not applicable"; and 25 or 
five percent was placed in an "others" category (19 or four percent, "no 
response"; two or less than one percent, "subjective response"; and four 
or one percent, "incorrect response"). Data indicate that "A Single 
class for First-, Second-, Third-, and Fourth-year Pupils" received the 
highest number of responses. "Programs Involving Participating College 
or University Instructors" received the lowest number of responses.
Among the 415 participants teaching in schools with an enrollment 
of 500 to 1,000 students, a total of 176 or 42 percent cited variations 
in grouping; 223 or 54 percent indicated "not applicable"; and 16 or 
four percent was placed in an "others" category (eight or two percent, 
"no response"; five or one percent, "subjective response"; and three or 
one percent, "incorrect response"). Data indicate that "Frequent 
Resectioning of Students" received the highest number of responses. 
"Programs Involving Participating College or University Instructors" 
received the lowest number of responses.
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Among the 649 participants teaching in schools with an enrollment 
of more than 1,000 students, a total of 483 or 74 percent cited varia­
tions in grouping; 100 or 15 percent indicated "not applicable"; and 66 
or 11 percent was included in an "others" category (53 or nine percent, 
"no response"; four or one percent "subjective response"; and nine or 
one percent, "incorrect response"). Data indicate that "Permission to 
Elect English Classes ('English by Choice')" received the highest number 
of responses. "Programs Involving Participating College or University 
Instructors" received the lowest number of responses.
The order of variations in grouping, ranked from the highest to the 
lowest number of total responses, included: (1) "Permission to Elect
English Classes ('English by Choice')"; (2) "Frequent Resectioning of 
Students"; (3) "A Single Class for First-, Second-, Third-, and Fourth- 
year Pupils"; (4) "Track Program to Classify Students"; (5) "Enrollment 
in Credit Courses in College"; (6 ) "Ungraded Teaching"; (7) "Ungraded 
Electives Offered in Addition to Specified or Basic Course Offerings";
(8) "Ungraded Classes in Art, Social Studies, or Other Related Subjects"; 
and (9) "Programs Involving Participating College or University Instruc­
tors."
Data indicate that 260 or 19 percent of the total number of 
responses was cited by teachers employed in schools with an enrollment 
of less than 500 students; 328 or 23 percent, by teachers employed in 
schools with an enrollment of 500 to 1,000 students; and 818 or 58 
percent, by teachers employed in schools with an enrollment of more 
than 1,000 students. A total of 1,406 variations in grouping was 
cited.
205
Analyses of these data indicate that "Programs Involving Partici­
pating College or University Instructors" received the lowest number of 
responses, regardless of size of student enrollment. This might be 
attributed to a lack of cooperation or communication between public 
secondary schools and higher education institutions. This might also 
be attributed to a lack of attempt to utilize the expertise of higher 
education personnel. Of special note is that "Track Program to Classify 
Students," "A Single Class for First-, Second-, Third-,and Fourth-year 
Pupils," "Enrollment in Credit Courses in College," "Permission to 
Elect English Classes ("English by Choice")," and "Frequent Resectioning 
of Students" ranked in the top five variations in grouping, regardless 
of size of student enrollment. This might be attributed to an attempt 
to individualize instruction. This might also be attributed to an 
attempt to provide variety. Of particular note also is that seemingly 
the importance of "Ungraded Electives Offered in Addition to Specified 
or Basic Course Offerings" and "Ungraded Classes in Art, Social Studies, 
or Other Related Subjects" received a similar number of responses from 
teachers employed in schools with an enrollment of less than 500 stu­
dents. This might be attributed to the size of student enrollment being 
conducive to offering ungraded electives. Students attending schools 
with an enrollment of less than 500 students might enroll in a limited 
number of ungraded electives; whereas students enrolled in schools with 
an enrollment of more than 1,000 students might have an opportunity to 
enroll in a variety of ungraded electives. Also of special note is 
that "Enrollment in Credit Courses in College" received a similar number
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of responses from teachers employed in schools with an enrollment of 500 
to 1,000 students and more than 1,000 students. This variation in 
grouping also received a high number of responses from teachers employed 
in schools with an enrollment of less than 500 students. This might be 
attributed to students' interest in earning college credit while attend­
ing high school by participating in summer advanced placement programs
offered by colleges and universities. Of particular note also is the 
seeming inconsistency regarding "Frequent Resectioning of Students" 
and "Permission to Elect English Classes ( 'English by Choice' )" cited 
by teachers employed in schools with an enrollment of 500 to 1,000 
students. This might be attributed to teachers' resectioning students 
to attempt to meet individual needs within the same type class in lieu 
of resectioning students to enroll in different electives.
The number of teachers citing variations in grouping indicates 
that variations in grouping are employed in Louisiana public secondary 
schools. With a call to "return to basics" or to "go forward to
basics," with increased emphasis to improve instruction, with increased
emphasis to individualize instruction, and with increased emphasis to 
make English relevant as well as interesting, it is reasonable to assume 
that variations in grouping will experience fluctuation. Research will 
be needed to ascertain the effect that these emphases will have on 
grouping students in English programs in Louisiana public secondary 
schools.
Curriculum Combinations
Tables 44, 45, and 46 contain the frequency distribution of 
English curriculums combined with other curriculums as cited by 375
Table 44
Grade Levels at Which English Curriculums Are Combined with
Other Curriculums in Schools of Le§s than 500 Students












No. (%)a No. <%)b No. (%)c No. (%)d No. (%)e
American History 0 00 0 00 6 43 3 38 9 26
History 0 00 5 63 2 14 1 12 8 23
Reading 1 20 0 00 1 07 1 12 3 08
Social Studies 2 40 1 12 3 22 1 12 7 20
Speech 2 40 2 25 2 14 2 26 8 23
Question No. 10, page 10 
aN = 5; bN = 8 ; CN = 14; dN = 8 eN = 35
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Table 45
Grade Levels at Which English Curriculums Are Combined with
Other Curriculums in Schools of 500 to 1,000 Students












No. <%)* No. (7.)b No. 0f)C No. m d No. (%)e
American History 1 06 1 05 5 15 2 13 9 10
Ancient History 1 06 1 05 1 03 1 06 4 05
Art 1 06 2 10 2 06 1 06 6 07
Black History 0 00 0 00 1 03 0 00 1 01
Business 2 12 2 10 3 09 3 18 10 12
Civics 1 06 0 00 0 00 0 00 1 01
History 2 12 7 35 9 28 4 25 22 26
Humanities 1 06 1 05 6 18 1 06 9 10
Music 0 00 1 05 1 03 0 00 2 02
Reading 1 06 0 00 0 00 0 00 1 01
Science 0 00 1 05 1 03 0 00 2 02
Social Studies 4 23 2 10 2 06 2 13 10 12






CN - 33; <% = 16; eN = 86
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Table 4g
Grade Levels at Which English Curriculums Are Combined with
Other Curriculums in Schools of More than 1,000 Students












No. a)a No. (%)b No. (%)C No. (%)d No. (%)e
American History 0 00 12 19 78 39 8 10 98 27
Art 0 00 6 10 8 04 6 08 20 05
Business 0 00 2 03 0 00 0 00 2 01
History 8 45 16 25 50 25 30 38 104 29
Humanities 2 11 2 03 22 11 10 13 36 10
Journalism 2 11 2 03 4 02 4 05 12 03
Music 0 00 4 06 6 03 4 05 14 04
Research 0 00 2 03 2 01 2 03 6 02
Science 0 00 2 03 0 00 0 00 2 01
Social Studies 0 00 2 03 16 08 8 10 26 07
Speech 6 33 4 06 6 03 6 08 22 06
U.S. History 0 00 2 03 0 00 0 00 2 01
World History 0 00 8 13 8 04 0 00 16 04
Question No. 10, page 
aN = 18; %  = 64;
10
CN = 200; dN = 78; eN = 360
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participants responded to the question; "Is the teaching of English 
formally combined with any of the curriculum (e.g. history)?" "If 'yes,' 
at what grade levels are the curriculums combined?"
Of the 1,552 teachers participating in this study, a total of 375 
or 24 percent cited curriculum combinations; 1,138 or 73 percent indi­
cated "not applicable"; and 39 or three percent was placed in an "others" 
category (20 or one percent, "no response"; 10 or one percent, "subjec­
tive response"; and nine or one percent, "incorrect response"). Comments 
such as: "Curriculums are combined but not 'formally"' and "English is 
an important part of all instruction in our school and is therefore 
integrated into all subject areas" typify "subjective response."
Marking "yes" but not specifying which curriculum defines "incorrect 
response."
Among the 488 participants teaching in schools with an enrollment 
of less than 500 students, a total of 24 or five percent cited curriculum 
combinations; 451 or 92 percent indicated "not applicable"; and 13 or 
three percent was placed in an "others" category (six or one percent,
"no response"; and seven or two percent, "incorrect response." Data 
indicate that English curriculums were most frequently combined with one 
or more subjects in the social studies curriculum; namely, American 
history and general history. English curriculums were also combined 
with reading and speech curriculums. Data also indicate that curricu­
lums were combined most frequently at the eleventh grade level; least 
frequently, at the ninth grade level.
Among the 415 participants teaching in schools with an enrollment 
of 500 to 1,000 students, a total of 50 or 12 percent cited curriculum
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combinations; 352 or 85 percent indicated "not applicable"; and 13 or 
three percent was placed in an "others" category (eight or two percent, 
"no response"; three or one percent, "subjective response"; and two or 
less than one percent, "incorrect response"). Data indicate that Eng­
lish curriculums were most frequently combined with one or more subjects 
in the social studies curriculum; namely, American history, ancient 
history, black history, civics, general history, and humanities. English 
curriculums were also combined with art, business, music, reading, 
science, and speech. Data also indicate that curriculums were combined 
most frequently at the eleventh grade level; least frequently, at the 
twelfth grade level.
Among the 649 participants teaching in schools with an enrollment 
of more than 1,000 students, a total of 301 or 46 percent cited curric­
ulum combinations; 335 or 52 percent indicated "not applicable"; and 13 
or two percent was included in an "others" category (six or one percent, 
"no response" and seven or one percent, "incorrect response"). Data 
indicate that English curriculums were most frequently combined with 
subjects in the social studies curriculum; namely, American history, 
general history, humanities, U.S. history, and world history. English 
curriculums were also combined with art, journalism, music, research, 
science, and speech. Data also indicate that curriculums were combined 
most frequently at the eleventh grade level; least frequently, at the 
ninth grade level.
The total number of curriculum combinations is illustrated in 
Table 47. Data indicate that a total of 481 combinations were cited 
(40 at the ninth grade level; 92 at the tenth grade level; 247 at the 
eleventh grade level; and 102 at the twelfth grade level).
Table 47
Grade Levels at Which English Curriculums Are Combined with 
Other Curriculums--Summary of All Participating Schools
F R E Q U E N C Y
N i n t h T e n t h E l e v e n t h T w e l f t h T o t a l  
Grade________ Grade  Grade__________ Grade ResponseCurriculum No. (%)a No. (%)b No. (%)c No. (%) No. (%)e
American History 1 03 13 14 89 36 13 12 116 24
Ancient History 1 03 1 01 1 00 1 01 4 01
Art 1 03 8 09 10 04 7 07 26 05
Black History 0 00 0 00 1 00 0 00 1 00
Business 2 05 4 04 3 01 3 03 12 03
Civics 1 03 0 00 0 00 0 00 1 00
History 10 25 28 30 61 25 35 34 134 28
Humanities 3 07 3 03 28 12 11 11 45 09
Journalism 2 05 2 02 4 02 4 04 12 03
Music 0 00 5 06 7 03 4 04 16 03
Reading 2 05 0 00 1 00 1 01 4 01
Research 0 00 2 02 2 01 2 02 6 01
Science 0 00 3 03 1 00 0 00 4 01
Social Studies 6 14 5 06 21 09 11 11 43 09
Speech 11 27 8 09 10 04 10 10 39 09
U.S. History 0 00 2 02 0 00 0 00 2 00
World History 0 00 8 09 8 03 0 00 16 03
Question No. 10, page 10
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Analyses of these data indicate that curriculum combinations 
with one or more subjects in the social studies curriculum received 
the highest number of responses, regardless of size of student enroll­
ment. This might be attributed to the similarities of subject matter; 
namely, historical events and social issues. Data also indicate that 
curriculum combinations were cited most frequently at the eleventh 
grade level, regardless of size of student enrollment. This might be 
attributed to combining American literature and American history, two 
courses traditionally offered at the eleventh grade level. Of special 
note is that the larger the size of student enrollment, the greater 
the number of curriculum combinations cited. This might be attributed 
to availability of teaching personnel, cooperation and planning among 
department personnel, and student interest. Of special note also is 
that English curriculums are combined with business and speech. This 
might be attributed to an attempt to incorporate career concepts and 
communication concepts in English programs. Also of particular note is 
that English curriculums are combined with science curriculums. This 
might be attributed to an attempt to integrate the discovery method in 
literature, composition, and language teaching.
The number of teachers citing curriculum combinations indicates 
that curriculum combinations are employed in Louisiana public secondary 
schools on a limited basis. With an increasing emphasis on stressing 
concepts in lieu of subject matter and with increasing emphasis on 
instructing students in all levels of the cognitive domain, it is rea­
sonable to assume that the number of curriculum combinations in
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Louisiana public secondary schools will increase. Research will be 
needed to ascertain the effect that the employment of behavioral objec- 
tives in each area of the cognitive domain will have on literature, 
composition, and language teaching when combined with other curriculums.
Programmed Instruction
Illustrated in Tables 48 through 51 is the frequency distribution 
of the number of participants who responded to the questions: "Are you
teaching a class in English primarily from programmed materials?" "If 
'yes,' in which areas and at what grade levels?" "If 'yes,' what amount 
of credit do students receive for completing course requirements?" "If 
you are teaching a class of English primarily from programmed materials, 
what is the approximate length of time spent employing such materials?" 
and "By title, publisher, or other identifying characteristics, which 
programmed materials in English do you incorporate in your teaching?"
Of the 1,552 teachers participating in this study, a total of 647 
or 42 percent responded positively to the question regarding teaching a 
class of English primarily from programmed material; 853 or 55 percent 
indicated "not applicable"; and 52 or three percent was included in an 
"others" category (22 or one percent, "no response"; 12 or one percent, 
"subjective response"; and 18 or one percent, "incorrect response"). 
Comments such as: "I employ programmed materials but not as my primary
source"; "I employ programmed materials but not in literature, composi­
tion, or language teaching"; "The grade level at which programmed 
materials are employed depends on the difficulty of the materials"; and 
"The amount of credit students receive depends on which elective 
selected" typify "subjective response." Marking the area but not the
Table 48
Programmed Instruction Employed in Schools
of Less than 500 Students
F R E Q U E N C Y
Ninth Tenth Eleventh Twelfth Total
Grade Grade Grade Grade Response
Area No. (%)a No. a)h No. (%)C No. (%)d No. (%)e
Literature 30 38 14 33 20 42 14 42 78 38
Composition 20 24 14 33 16 33 10 29 60 30
Language 30 38 14 33 12 25 10 29 66 32
Question No. 
aN = 80;
11-b, page 10 
bN = 42; °N = 48; dN = 34; eN = 204
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Table 49
Programmed Instruction Employed in Schools of
500 to 1,000 Students












No. (%)a No. (7s)b No. a > c No. (%)° No. (I)6
Literature 30 38 50 42 34 45 28 43 142 42
Composition 24 31 30 25 22 29 14 21 90 26
Language 24 31 40 33 20 26 24 36 108 32
Question No. 
3N = 78;
11— b, page 10
b c N - 120; N - 76;
dN - 66; eN = 340
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Table 50
Programmed Instruction Employed in Schools of
More than 1,000 Students
F R E Q U E N C Y
Ninth Tenth Eleventh Twelfth Total
Grade Grade Grade Grade Response
Area No. <%)a No. (%)b No. (%)c No. (%>d No. (%)e
Literature 50 42 70 43 56 43 30 44 206 43
Composition 32 26 48 30 36 28 18 27 134 28
Language 38 32 44 27 38 29 20 29 140 29
Question No. 11— b, page 10




Programmed Materials Employed by Participating Teachers
F R E Q U E N C Y
Material
Less than 500 to More than Total 
500 1,000 1,000 Response
No. No. No. No.
AMERICAN BOOK COMPANY




Sullivan Programmed Reading 1
BOSSIER HIGH ENGLISH COUNCIL
Course of Study 1
CARLIN, CHRUST AND HOLDER
English on the Job 1
CHARLES MERRILL BOOKS, INC.
Building Reading Power 1
CRAIG CORPORATION
Craig Reading Program 1
ECONOMY COMPANY
Intermediate Spelling Kit 2
Keys to English Mastery 1
Keys to Good English 1
EDUCATION CENTER
Reading Success Series 1
EDUCATIONAL DEVELOPMENT LABORATORY







Individualized Grammar 3 3
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Table 51 (continued)
__________F R E Q U E N C Y _______________
Less than 500 to More than Total
Material 500_____ 1,000______ 1,000_____ Response
No. No. No. No.
FOUNDATION
Reading Program 1 1
GINN AND COMPANY
A Progressive Approach to
Writing 1 1
Voices Series 1 6  7
GLOBE BOOK COMPANY 
English on the Job 
Journeys in Reading 
Open Ended Stories 
Vocational English
HARCOURT, BRACE AND JOVANOVICH 
Adventures in American 
Literature 
Adventures in English 
Appreciation 
Adventures in English 
Literature 
Adventures in Reading 
Adventures in World Literature 
English Grammar and Composi­
tion
The English Practice Program 
English 2000 
English 2600
HARPER, ROW AND COMPANY
Building Better English 7 7
Searchlights 1 1
HOLT, RINEHART AND WINSTON
Modern Composition 4 4
HOUGHTON MIFFLIN
American Literature 1 1
English Literature 1 1
Insights into Literature 2 1 3
Trouble Shooter 1 1





















No. No. No. No.
J. P. LIPPINCOTT COMPANY
Reading for Meaning 1 1
L. W. SINGER COMPANY
Enioying English 10 2 2 14
LAIDLAW BROTHERS
Using Good English 1 1
Using Good Grammar 1 1
LEARNING MATERIALS, INC.
The Literature Sampler 1 1
LITTLE BROWN COMPANY
An Introduction to Poetry 1 1
MACMILLAN GATEWAY
A Literature and Language
Arts Program 1 1
MCCALL-CRABBS
Standard Test Lessons in Reading 1 1
MCGRAW-HILL BOOK COMPANY
American English Today 3 3
Business English and Communications 2 2
Educational Developmental Laboratory 1 1
Paragraph Practice 1 1
Sports Literature 1 1
MCMILLAN COMPANY
Grammar 3 3
McMillan English Series 2 2




Deve1opmenta1 Reading 1 1
RICHARD BONING













No. No. No. No.
ROW PETERSON
Building Better English 2 2
SCHOLASTIC BOOK SERVICES
Moments of Decision 1 1
The Scene 1 1
Scope 2 2 4
Scholastic Library 1 1
Scholastic Literature Units 1 1
SCIENCE RESEARCH ASSOCIATES
Action and Double Action Series 3 1 4
Dimensions in Reading 1 1
Growing with Composition 1 1
Pilot Libraries 1 1 2
Reading for Understanding 5 5 2 12
Word Games Lab Kit 1 1
SCOTT, FORESMAN AND COMPANY
Accent U.S.A. 1 3 4
ACE 1 1
Activity Concept 1 1
Adventures in Appreciation 2 2
American Models 1 1
England in Literature 3 1 4
Exploring Life through
Literature 2 9 6 17
Guide to Modern English 1 2 3
Outlooks through Literature 3 6 6 15
Perspectives 1 3 4
Reading Skills for Young Adults 1 1
Tactics in Reading 1 1
The United States in Literature 2 5 1 8
Vanguard 2 2
SOUTH-WESTERN PUBLISHING COMPANY
World Studies 1 1
STECH-VAUGHN COMPANY
Continuous Progress Education 2 2
Gateway to Correct Spelling 1 





Question No. ll--e, page 11
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grade level and describing the programmed material employed in lieu of 
stating the title and publisher define "incorrect response."
Among the 488 participants teaching in schools with an enrollment 
of less than 500 students, a total of 124 or 25 percent responded posi­
tively to the question regarding teaching a class of English primarily 
from programmed material; 341 or 70 percent indicated "not applicable"; 
and 23 or five percent was included in an "others" category (10 or two 
percent, "no response"; five or one percent, "subjective response"; and 
eight or two percent, "incorrect response"). Data indicate that 
programmed instruction was employed most frequently in literature teach­
ing; that programmed instruction was employed most frequently at the 
ninth grade level; that students most frequently received one Carnegie 
unit for completing course requirements; that the approximate length of 
time spent employing programmed materials cited most frequently was nine 
months.
Among the 415 participants teaching in schools with an enrollment 
of 500 to 1,000 students, a total of 173 or 42 percent responded posi­
tively to the question regarding teaching a class of English primarily 
from programmed material; 213 or 51 percent indicated "not applicable"; 
and 29 or seven percent was included in an "others" category (12 or three 
percent, "no response"; seven or two percent, "subjective response"; and 
10 or two percent, "incorrect response"). Data indicate that programmed 
instruction was employed most frequently in literature teaching; that 
programmed instruction was employed most frequently at the tenth grade 
level; that students most frequently received one Carnegie unit for com­
pleting course requirements; that the approximate length of time spent
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employing programmed materials cited most frequently was nine months.
Among the 649 participants teaching in schools with an enrollment 
of more than 1,000 students, a total of 350 or 54 percent responded 
positively to the question regarding teaching a class of English primar­
ily from programmed material; 299 or 46 percent indicated "not applica­
ble." Data indicate that programmed instruction was employed most 
frequently in literature teaching; that programmed instruction was em­
ployed most frequently at the tenth grade level; that students most 
frequently received one Carnegie unit for completing course requirements; 
and that the approximate length of time spent employing programmed 
materials cited most frequently was five to eight months.
Tables 52 and 53 contain the total number of programmed instruc­
tion responses. Table 52 summarizes the area and grade level responses. 
Data indicate that "Literature" received a total of 466 responses; "Com­
position" 284 responses; and "Language" 314 responses. Programmed 
instruction at the "Ninth Grade" level received a total of 278 
responses; "Tenth Grade^" 324 responses; "Eleventh Grade," 254 responses; 
and "Twelfth Grade," 209 responses. A total of 1,064 responses was 
received. Table 53 summarizes the amount of credit students received 
for completing course requirements and the approximate length of time 
spent employing such materials. "One Carnegie Unit" received a total 
of 468 responses; "One-half Carnegie Unit," 165 responses; and "One- 
fourth Carnegie Unit," 14 responses. "Nine Months" received a total of 
328 responses; "Five to Eight Months," 182 responses; "Two to Four 
Months," 123 responses; and "Less than One Month," 14 responses. A 
total of 647 responses was received.
Table 52
Summary of Programmed Instruction Employed
in All Participating Schools
F R E Q U E N C Y
Ninth Tenth Eleventh Twelfth Total
Grade Grade Grade Grade Response
Area No. (%)* No. (%)b No. (%)C No. (%)d No. (%)*
Literature 110 40 134 41 110 43 112 54 466 44
Composition 76 27 92 29 74 29 42 20 284 27
Language 92 33 98 30 70 28 54 26 314 29
Question No. 
aN = 278;
ll--b, page 10 
bN = 324; °N = 254; dN = 208; eN = 1,064
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A total of 58 responses or 24 percent was received from teachers em­
ployed in schools with an enrollment of less than 500 students; 111 
responses or 45 percent, from teachers employed in schools with an 
enrollment of 500 to 1,000 students; and 75 responses or 31 percent, 
from teachers employed in schools with an enrollment of more than 1,000 
students. A total of 244 responses was received.
Analyses of these data indicate that, regardless of size of student 
enrollment, programmed instruction was employed most frequently in litera­
ture teaching. This might be attributed to the adaptability of litera­
ture teaching to programmed instruction. This might also be attributed 
to the percentage of time allocated to literature teaching as compared 
to composition and language teaching. Of particular note is that 
programmed instruction was employed most frequently at the ninth and 
tenth grade levels. This might be attributed to an attempt to individu­
alize instruction by providing programmed materials to allow students to 
practice needed skills in addition to performing regular class assign­
ments. This might also be attributed to reading instruction influence. 
Having diagnosed students' inability to cope with the printed word, 
teachers might provide programmed materials to enable students to measure 
textual comprehension before attempting to read increasingly difficult 
selections. Of special note also is that students completing course re­
quirements earn one Carnegie unit, regardless of size of student enroll­
ment. This might be attributed to an attempt to avoid fragmentation by 
integrating programmed instruction within the regular classroom. Of 
particular note also is that teachers employed in schools with an
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enrollment of more than 1,000 students indicated that the approximate 
length of time spent employing programmed materials was five to eight 
months. This might be attributed to the influence of specialized 
elective in the English curriculum in addition to traditional course 
offerings. Students might be required to work on a variety of indepth 
projects for an abbreviated period of time; namely, for a six, nine, or 
twelve week duration.
The number of participants responding to the question of whether 
or not a class of English is taught primarily from programmed materials 
indicates that programmed instruction is incorporated in Louisiana 
public secondary schools. With increased emphasis on individualizing 
instruction and with increased emphasis on providing remedial exercises 
to improve students' understanding of the printed word, it is reasonable 
to assume that programmed instruction will be utilized more frequently 
than that indicated by the 647 participants. Research will be needed 
to ascertain the effect that programmed instruction has on assisting 
students who need remediation as well as on students who need challenge.
SPECIALIZED ELECTIVES
Tables 53, 54, and 55 report the frequency distribution of the 
number of participants who responded to the question: "Can some of
the graduation requirements in English be satisfied by the completion of 
specialized electives in English?" "If 'yes, ' how many semesters? Which 
electives?"
Of the 1,552 teachers participating in this study, a total of 318 
or 21 percent responded to the question regarding students' earning 
graduation requirements by completing specialized electives; 1,200 or 77
Table 53
English Electives Offered in Schools 
of Less than 500 Students
Elective









No. No. Na. No. No. (%)
Advanced Composition 2 2 4 04
Business English 8 8 09
Communications 2 2 02
Creative Writing 2 2 02
Drama 2 2 4 04
English IV 2 12 14 15
English III 2 2 02
Introduction to Composition 6 6 07
Journalism 2 2 02
Mythology 2 2 02
Novel 2 2 02
Reading I 26 26 28
Reading II 2 2 02
Remedial Reading 2 2 02
Short Stories 2 2 02
Speech 2 6 2 2 12 13
World Literature 2 2 02
Question No. 11--f and g, page 11
N = 94 227
Table 54
English Electives Offered in Schools
of 500 to 1,000 Students
Elective











No. No. No. No. No. <%>
Business English 4 4 10
English IV 8 8 19
Journalism 4 4 10
Mini Courses 8 8 19
Reading 10 10 23
Speech 8 8 19




English Electives Offered in Schools
of More than 1,000 Students
F R E Q U E N C Y
One Two Three Four Total
Elective Semester Semesters Semesters Semesters ResponseNo. No. No. No. No. (%:
Advanced Composition 6 8 14 03
American Literature 16 8 24 05
Art of Writing 6 6 01
Basic Literature 2 2 00
Bible Studies 4 14 18 04
Black Literature 6 4 2 12 02
Business English 4 20 24 05
Communications 8 6 14 03
Contemporary Literature 2 2 00
Creative Writing 8 32 2 42 08
Debate 6 6 12 02
Drama 8 8 02
English IV 10 6 16 04
English Literature 4 4 01
English III 2 2 00
Expository Writing 2 2 00
Film Making 4 14 2 20 04
Gothic Literature 4 4 01
Great Books 6 2 8 02
Humanities 12 12 02
Independent Study 6 6 01
Journalism 4 12 16 04













No. No. No. No. No, (%)
Louisiana Literature 2 2 00
Mass Media 4 4 4 12 02
Modern Grammar and Composition 4 2 6 01
Mythology 4 8 4 16 04
Novel 2 12 14 03
Philosophy 6 6 01
Poetry 2 2 4 01
Reading 10 40 2 52 10
Research Writing 16 4 20 04
Science Fiction 2 2 00
Selected American Authors 2 2 00
Selected British Authors 2 2 00
Shakespeare 6 8 2 16 04
Short Stories 4 2 6 01
Speed Reading 6 4 10 01
Speech 6 44 50 10
Sports Literature 6 6 01
Vocational Language 2 4 6 01
World Literature 8 4 12 02




percent indicated "not applicable"; and 34 or two percent was included 
in an "others" category (18 or one percent, "no response"; and 16 or 
one percent, "incorrect response"). Marking the semester but not 
listing the elective or listing the elective but not marking the semes­
ter defines "incorrect response."
Among the 488 participants teaching in schools with an enrollment 
of less than 500 students, a total of 30 or six percent responded posi­
tively to the question regarding specialized electives; 456 or 93 per­
cent indicated "not applicable" and two or less than one percent was 
included in an "others" category (two or less than one percent, "incor­
rect response"). Data indicate that "Specialized Electives in Reading" 
was cited most frequently. Data also indicate that "Two Semesters" was 
cited most frequently.
Among the 415 participants teaching in schools with an enrollment 
of 500 to 1,000 students, a total of 16 or four percent responded posi­
tively to the question regarding specialized electives; 396 or 95 
percent indicated "not applicable"; and three or one percent was 
included in an "others" category (three or one percent, "incorrect 
response"). Data indicate that "specialized Electives in Reading" were 
cited most frequently. Data also indicate that "Two Semesters" was 
cited most frequently.
Among the 649 participants teaching in schools with an enrollment 
of more than 1,000 students, a total of 200 or 31 percent responded 
positively to the question regarding specialized electives; 420 or 65 
percent indicated "not applicable"; and 29 or four percent was included 
in an "others" category (18 or three percent, "no response"; and 11 or
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two percent, "incorrect response"). Data indicate that "Specialized 
Electives in Reading" was cited most frequently. Data also indicate 
that "Two Semesters" was cited most frequently.
Presented in Tables 56 and 57 is the total number of "specialized 
Electives" responses. Data indicate that specialized electives were 
offered in a number of areas; namely, literature, composition, language, 
reading, and communications. Data also indicate that specialized 
electives were offered for one-fourth, one-half, one, two, three, and 
four semesters.
Analyses of these data indicate that, regardless of of the size of 
student enrollment, specialized electives were employed most frequently 
in reading. This might be attributed to an attempt to provide remedial 
assistance to students diagnosed as weak in reading competency. This 
might also be attributed to an attempt to motivate students to enjoy 
reading during leisure time. Of special note is that a variety of 
specialized electives were offered and that these electives were 
offered for a period of time ranging from one-fourth of a semester to four 
semesters. This might be attributed to an attempt to allow students to 
experience a variety of areas within a brief period of time then enroll 
for a longer period of time in selected specialized electives. This 
might also be attributed to an attempt to make English relevant to 
students from varied socio-economic, cultural-ethnic backgrounds. Of 
special note is that "specialized Electives" is incorporated infre­
quently in schools with a student enrollment of less than 500 students 
or 500 to 1,000 students. This might be attributed to a lack of
Table 56
Summary of English Electives Offered for One through
Four Semesters in All Participating Schools
Elective











No. No. No. No. No. <%>
Advanced Composition 8 8 2 18 03
American Literature 16 8 24 03
Art of Writing 6 6 01
Basic Literature 2 2 00
Bible Studies 4 14 18 03
Black Literature 6 4 2 12 02
Business English 4 32 36 05
Communications 10 6 16 02
Contemporary Literature 2 2 00
Creative Writing 10 32 2 44 07
Debate 6 6 12 02
Drama 2 8 2 12 02
English IV 12 26 38 06
English Literature 4 4 01
English III 4 4 01
Expository Writing 2 2 00
Film Making 4 14 2 20 03
Gothic Literature 4 4 01
Great Books 6 2 8 01
Humanities 12 12 02
Independent Study 6 6 01
Introduction to Composition 6 6 01















No. No. No. No. No. (%)
Literary Criticism 2 2 00
Louisiana Literature 2 2 00
Mass Media 4 4 4 12 02
Mini Courses 8 8 01
Modern Grammar and Composition 4 2 6 01
Mythology 6 8 4 18 03
Novel 2 12 2 16 04
Philosophy 6 6 01
Poetry 2 2 4 01
Reading 10 50 2 62 09
Reading I 26 26 04
Reading II 2 2 00
Remedial Reading 2 2 00
Research Writing 16 4 20 03
Science Fiction 2 2 00
Selected American Authors 2 2 00
Selected British Authors 2 2 00
Shakespeare 6 8 2 16 04
Short Stories 6 2 8 01
Speed Reading 6 4 10 01
Speech 8 58 2 2 70 11
Sports Literature 6 6 01
Vocational Language 2 4 6 01
World Literature 10 4 14 02





English Electives Offered for One-Fourth and One-Half 





















English Literature I 









Introduction to Composition 
Introduction to Grammar 
Introduction to Literature 
Journalism 
Literary Criticism 
Mass Media I 
Mass Media II
f r e q u e n c y
One-Fourth One-Ha If Total
Semester Semester Response
No. No. No. (%)£
1 1 00
5 5 10 03
1 1 2 01
5 1 6 02
1 1 00
12 4 16 05
4 1 5 02
8 5 13 05
3 3 01
2 1 3 01
3 2 5 02
2 1 3 01
3 3 01
4 6 10 03
1 1 00
3 3 01
6 3 9 03
1 1 00
15 15 05
6 3 9 03
1 1 2 01
1 1 00
1 1 2 01
3 1 4 01
6 4 10 03
2 2 01
2 2 01
1 2 3 01
1 1 00
6 6 02
2 5 7 02
1 1 00
8 3 11 04
3 3 01
1 1 00




F R E 
One-Fourth 
S^qi^ster
Q U E N C Y
One-Ha If Total
Semester JResnonse
No. No. N o . (%)a
Modern Grammar and Composition 1 1 00
Mythology 10 3 13* 05
Novel 2 1 3 01
Philosophy through American 
Literature 1 1 00
Photography 1 1 00
Poetry 1 1 00
Popular Drama and Fiction 1 1 00
Popular Literature 2 1 3 01
Practical English 3 3 01
Reading 17 3 20 07
Reading for Enjoyment 2 2 01
Remedial Reading 4 1 5 02
Research Writing 11 3 14 05
Review of Syntax 2 1 3 01
Science Fiction 1 1 00
Selected American Authors 5 5 02
Selected British Authors 3 3 01
Seminar for Advanced Studies 1 1 00
Shakespeare 9 9 03
Short Stories I 3 7 10 03
Short Stories II 1 1 00
Speech I 11 4 15 05
Speech II 2 2 4 01
Sports Literature 2 2 01
World Literature 4 1 5 02
Question No. ll--f and g, page 11 
N = 306
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administrative interest, student interest, teaching personnel, or 
community resistance. With increased emphasis on "a return to basics"; 
with increased emphasis on "needs assessments"; with increased student 
demands to provide input into determining curriculum offerings, and with 
an increase proliferation of knowledge, it is reasonable to assume that 
these emphases will affect the incorporation of specialized electives in 
English curriculums in Louisiana public secondary schools. Research 
will be needed to ascertain possible advantages and disadvantages to 
incorporating specialized electives.
CHAPTER IV
SUMMARY, FINDINGS, AND RECOMMENDATIONS
This study sought to describe the status of English teaching in 
Louisiana public secondary schools. Specific questions to be answered 
were:
1. Have English teachers pursued formal studies in English 
revisions?
2. Have revisions in English been incorporated in Louisiana public 
secondary schools?
a. Were English teachers employing revised knowledge in the
classroom?
b. Were English teachers employing revised methodology in 
the classroom?
c. Were English teachers utilizing teaching machines, 
programmed texts, team teaching, and other innovations in the classroom?
This study was limited to the status of English teaching in grades 
9 through 12 of Louisiana public secondary schools for the 1974-75 
school year.
Data were obtained from a questionnaire compiled from a study of 
professional literature published from 1952 to 1973. These data were 
validated by the English and Language Arts supervisor, Louisiana State 
Department of Education; and by six of the thirteen chairmen of Louisi­
ana college or university English departments. The questionnaire con­
sisted of 32 questions: 3 questions on professional training; 2 0
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questions on curriculum; and 9 questions on innovations. To the 60 
public school systems which participated in this study, 2,135 ques­
tionnaires were mailed: 769 questionnaires were mailed to 302 schools
with an enrollment of less than 500 students; 520 questionnaires, to 
62 schools with an enrollment of 500 to 1,000 students; and 846 
questionnaires, to 79 schools with an enrollment of more than 1,000 
students. Questionnaires were mailed to English supervisors or persons 
designated by superintendents to be issued to 2,135 ninth, 10, 11, and 
12 grade teachers who taught one or more English courses in 443 public 
secondary schools organized on a 9 through 12 or a 10 through 12 grade 
basis as published in the Louisiana State Department of Education 1974- 
75 School Directory, Bulletin No. 1231. Data were collected from 1,552 
questionnaires received from 60 public school systems: 488 question­
naires from 302 schools with an enrollment of less than 500 students;
415 questionnaires from 62 schools with an enrollment of 500 to 1,000 
students, and 649 questionnaires from 79 schools with an enrollment of 
more than 1,000 students. Minor adjustments were made to the structure 




Inservice Education. Sixty-two percent of the Louisiana secondary 
English teachers who participated in this study had engaged in inservice 
education. A total of 965 participants or 62 percent had engaged in 
inservice education which included a study of English revisions. Overall,
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"Special Workshops" was the type of inservice education cited most fre­
quently. Teachers employed in schools with an enrollment of less than 
500 students and 500 to 1,000 students cited "Special Workshops" most 
frequently as indicated by 212 participants or 43 percent and 287 
participants or 69 percent respectively. Teachers employed in schools 
with an enrollment of more than 1,000 students cited "Department Meet­
ings" most frequently as indicated by 466 participants or 72 percent.
Teacher Training. Fifty-three percent of the Louisiana secondary 
English teachers who participated in this study had completed courses 
in English revisions. A total of 820 participants or 53 percent com­
pleted one or more courses in English revisions. Overall, one or more 
"Approaches to Literature Teaching" was the type of course completed 
most frequently. Teachers employed in schools with an enrollment of 
less than 500 students cited "Approaches to Literature Teaching" most 
frequently as indicated by 263 participants or 45 percent. Teachers 
employed in schools with an enrollment of 500 to 1,000 students and more 
than 1,000 students cited "Structural Grammar" most frequently as indi­
cated by 191 participants or 46 percent and 366 participants or 57 
percent respectively.
Incorporated Concepts. Forty-five percent of the Louisiana 
secondary English teachers who participated in this study had incor­
porated concepts learned from English revision courses as individual 
courses of instruction, units of instruction, or introduction to 
materials. A total of 372 participants or 45 percent incorporated 
revisions. Overall, "Structure of Literature" and "Units of
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Instruction" were cited most frequently. Regardless of the size of 
student enrollment, teachers cited "Approaches to Literature Study" and 
"Units of Instruction" most frequently as indicated by 124 participants 
or 47 percent, 85 participants or 45 percent, and 169 participants or 45 
percent respectively.
Curriculum
Courses. Semesters, and Grade Levels. Seventy-seven percent of fche 
Louisiana secondary English teachers who participated in this study had 
integrated literature, composition, and language instruction. A total 
of 1,195 participants or 77 percent responded to the question regarding 
the tri-component areas. Overall, "Literature," "Two Semesters," and 
"Ninth Grade" were cited most frequently. Teachers employed in schools 
with an enrollment of less than 500 students cited "Literature^" "One 
Semester," and "Ninth Grade" most frequently as indicated by 438 partici­
pants or 90 percent. Teachers employed in schools with an enrollment of 
500 to 1,000 students cited "Literature," "Two Semesters," and "Ninth 
Grade" most frequently as indicated by 306 participants or 74 percent. 
Teachers employed in schools with an enrollment of more than 1,000 
students cited "Literature," "Two Semesters," and "Tenth Grade" most 
frequently as indicated by 451 participants or 69 percent.
Allocation of Time. Ninety-three percent of the Louisiana secon­
dary English teachers who participated in this study had allotted more 
time to literature teaching than to composition and language teaching.
A total of 1,436 participants or 93 percent responded to the question 
regarding allocation of time. Overall, "Literature," "Ninth Grade,"
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and "50 Percent" were cited most frequently. Regardless of the size of 
student enrollment, teachers cited "Literature," "Ninth Grade," and 
"50 Percent" most frequently as indicated by 476 participants or 97 
percent, 382 participants or 92 percent, and 578 participants or 89 
percent respectively.
Content, Printed Guide, Subject Matter Recorranendations, and Final 
Examinations. Sixty-five percent of the Louisiana secondary English 
teachers who participated in this study had been provided a printed 
curriculum guide. This guide did include subject matter recommendations 
for literature, composition, and language teaching. But comprehensive 
final examinations were not employed to measure students' progress 
toward the objectives of the program. A total of 1,005 participants or 
65 percent responded to these questions. Overall, "Yes, a printed 
guide is provided"; "This guide does include subject matter recommenda­
tions for literature, composition, and language"; and "No, our department 
does not make use of comprehensive final examinations to measure 
students' progress toward the objectives of the program" received the 
highest number of responses. Regardless of the size of student enroll­
ment, teachers cited: (1) "Yes, a printed guide is provided," as indi­
cated by 239 participants or 49 percent, 268 participants or 65 percent, 
and 498 participants or 77 percent respectively. (2) "This guide does 
include subject matter recommendations for literature" as indicated by 
190 participants or 88 percent, 197 participants or 86 percent, and 420 
participants or 89 percent respectively; for "composition}' as indicated 
by 188 participants or 87 percent, 193 participants or 84 percent, and 
389 participants or 83 percent respectively; and for "language^1 as
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indicated by 171 participants or 79 percent, 187 participants or 81
percent, and 389 participants or 83 percent respectively. (3) "No, our
department does not make use of comprehensive final examinations to 
measure students' progress toward the objectives of the program," as 
indicated by 270 participants or 55 percent, 240 participants or 58
percent, and 388 participants or 60 percent respectively.
Reasons Affecting Change. Seventy-two percent of the Louisiana 
secondary English teachers who participated in this study had been 
hindered by a lack of financial assistance. "Financial--not enough 
money available to buy the needed equipment and/or materials" was 
cited most frequently as the most important reason hindering changes in 
English programs. A total of 1,118 participants or 72 percent cited 
reasons affecting changes in English programs. Overall, "Financial —  
not enough money available to buy the needed equipment and/or materials" 
was cited most frequently. Regardless of the size of student enrollment, 
"Financial--not enough money available to buy needed equipment and/or 
materials" was cited most frequently as indicated by 124 participants 
or 32 percent, 132 participants or 46 percent, and 189 participants or 
42 percent respectively.
Anticipated Changes. Seventy percent of the Louisiana secondary 
English teachers who participated in this study had expected changes in 
English programs in the schools in which they taught within the next 
three years. A total of 812 participants or 70 percent responded posi­
tively to the question regarding anticipated changes. Overall, an­
ticipated changes in "Literature" was cited most frequently. Regardless
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of the size of student enrollment, the incorporation of "Phase Elec­
tives," the inclusion of "Contemporary Literature," and the improvement 
of "Textbooks" were cited most frequently as indicated by 210 partici­
pants or 43 percent, 226 participants or 54 percent, and 376 participants 
or 58 percent respectively.
Description of Literature Teaching--Knowledge. Eighty-five 
percent of the Louisiana secondary English teachers who participated in 
this study had incorporated traditional knowledge in literature teaching 
most frequently. A total of 1,324 participants or 85 percent responded 
to the question regarding knowledge in literature teaching. Overall, 
"Taught for its sociological and historical values to gain insight into 
life and its problems" was cited most frequently. Regardless of the 
size of student enrollment, "Taught for its sociological and historical 
values to gain insight into life and its problems" was cited most fre­
quently as indicated by 438 participants or 90 percent, 331 participants 
or 80 percent, and 555 participants or 86 percent respectively.
Description of Literature Teaching--Methodology. Eighty-six per­
cent of the Louisiana secondary English teachers who participated in 
this study had employed traditional methodology in literature teaching 
most frequently. A total of 1,32 9 participants or 86 percent responded 
to the question regarding methodology in literature teaching. Overall, 
"Thematic, anthological, chronological, selected authors, textual, his­
torical, moral, and genre approaches to the study of literature" was 
cited most frequently. Regardless of the size of student enrollment, 
"Thematic, anthological, chronological, selected authors, textual,
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historical, moral, and genre approaches to the study of literature" was 
cited most frequently as indicated by 432 participants or 89 percent,
336 participants or 81 percent, and 561 participants or 86 percent 
respectively.
Description of Composition Teaching--Knowledge. Eighty-five per­
cent of the Louisiana secondary English teachers who participated in 
this study had incorporated traditional knowledge in composition teach­
ing most frequently. A total of 1,312 participants or 85 percent 
responded to the question regarding knowledge in composition teaching. 
Overall, "Emphasis on developing topic sentences" was cited most fre­
quently. Regardless of the size of student enrollment, "Emphasis on 
developing topic sentences" was cited most frequently as indicated by 
449 participants or 92 percent, 319 participants or 77 percent, and 544 
participants or 84 percent respectively.
Description of Composition Teaching--Methodology. Eighty-nine 
percent of the Louisiana secondary English teachers who participated in 
this study had employed traditional methodology in composition teaching 
most frequently. A total of 1,387 participants or 89 percent responded 
to the question regarding methodology of composition teaching. Overall, 
"Exercises written during regular class time or as home assignments" 
was cited most frequently. Regardless of the size of student enrollment, 
"Exercises written during regular class time or as home assignments" was 
cited most frequently as indicated by 448 participants or 92 percent,
352 participants or 85 percent, and 578 participants or 89 percent re­
spectively.
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Description of Language Teaching— Knowledge. Eighty-seven percent 
of the Louisiana secondary English teachers who participated in this 
study had incorporated revised knowledge in language teaching most fre­
quently. A total of 1,355 participants or 87 percent responded to the 
question regarding knowledge of language teaching. Overall, "The study 
of language as personal, inductive, and descriptive--a tool which man 
varies to suit his needs at a particular time in a particular context" 
was cited most frequently. Teachers employed in schools with an enroll­
ment of less than 500 students cited traditional knowledge--"The study 
of language as a system of grammar and mechanics"--most frequently as 
indicated by 1,355 participants or 87 percent. Teachers employed in 
schools with an enrollment of 500 to 1,000 students and more than 1,000 
students cited revised knowledge--"The study of language as personal, 
inductive, and descriptive--a tool which man varies to suit his needs 
at a particular time in a particular context"--most frequently as indi­
cated by 464 participants or 95 percent and 339 participants or 82 per­
cent respectively.
Description of Language Teaching--Methodology. Eighty-six percent 
of the Louisiana secondary English teachers who participated in this 
study had employed revised methodology in language teaching most fre­
quently. A total of 1,333 participants or 86 percent responded to the 
question regarding methodology of language teaching. Overall, "Exercises 
stressing the creation of new sentences after identifying grammatical 
elements" was cited most frequently. Teachers employed in schools with 
an enrollment of less than 500 students cited traditional methodology-- 
"Diagraming sentences to determine sentence structure"--most frequently
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as indicated by 455 participants or 93 percent. Teachers employed in 
schools with an enrollment of 500 to 1,000 students and more than 1,000 
students cited revised methodology--"Exercise stressing the creation of 
new sentences after identifying grammatical elements"--most frequently 
as indicated by 320 participants or 77 percent and 558 participants or 
86 percent respectively.
Innovations
Innovative Patterns. Eighty-one percent of the Louisiana public 
secondary teachers who participated in this study indicated that the 
schools in which they taught had incorporated innovative patterns in 
English departments. A total of 1,251 participants or 81 percent indi­
cated that the schools in which they were employed incorporated innova­
tive patterns. Overall, "Variations in Grouping Students" was the 
innovative pattern cited most frequently. Teachers employed in schools 
with an enrollment of less than 500 students and more than 1,000 
students cited "Variations in Grouping Students" most frequently as 
indicated by 409 participants or 84 percent and 552 participants or 85 
percent respectively. Teachers employed in schools with an enrollment 
of 500 to 1,000 students cited "Variations in the Use of Staff" most 
frequently as indicated by 290 participants or 80 percent.
Innovative Techniques. Eighty-three percent of the Louisiana 
public secondary teachers who participated in this study indicated that 
the schools in which they taught had employed innovative techniques in 
English departments, A total of 1,287 participants or 83 percent indi­
cated that the schools in which they taught employed innovative
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techniques. Overall, "English Classes for Slow Students" was the innova­
tive technique cited most frequently. "Ninth Grade" and "Tenth Grade"-- 
"Special Classes in Remedial Reading"; and "Eleventh Grade" and "Twelfth 
Grade"--"English Classes for Slow Students" were the innovative tech­
niques employed by grade levels cited most frequently. Regardless of 
the size of student enrollment, teachers cited "Ninth Grade"--"Special 
Classes in Remedial Reading" most frequently. Teachers employed in 
schools with an enrollment of less than 500 students cited "Small Group 
Instruction" most frequently. "Ninth Grade"--"Specia1 Classes in 
Remedial Reading"; "Tenth Grade" and "Twelfty Grade"--"Large Group 
Instruction"; and "Eleventh Grade"--"Small Group Instruction" were the 
innovative techniques employed by grade levels cited most frequently as 
indicated by 443 participants or 97 percent. Teachers employed in 
schools with an enrollment of 500 to 1,000 students and more than 1,000 
students cited "English Classes for Slow Students" most frequently.
"Ninth Grade"— "Special Classes in Remedial Reading" and "Tenth Grade," 
"Eleventh Grade," and "Twelfth Grade"--"English Classes for Slow Stu­
dents" were the innovative techniques employed by grade levels cited most 
frequently as indicated by 305 participants or 94 percent and 539 par­
ticipants or 98 percent respectively.
Teaching Aids. Eighty-two percent of the Louisiana secondary Eng­
lish teachers who participated in this study had employed teaching aids.
A total of 1,276 participants or 82 percent indicated that they employed 
teaching aids. Overall, "Phonograph" was the teaching aid cited most 
frequently. "Daily"--"Overhead Projector"; "Weekly"--"Phonograph"; and 
"Monthly"--"Filmstrip Projector" were the teaching aids and the bases
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cited most frequently. Regardless of the size of student enrollment, 
teachers cited "Phonograph" most frequently. "Daily"--"Overhead Projec­
tor"; and "Weekly"--"Phonograph" were the teaching aids and the bases 
cited most frequently. Teachers employed in schools with an enrollment 
of less than 500 students cited "Monthly"--"Phonograph" as the teaching 
aid and basis employed most frequently as indicated by 427 participants 
or 88 percent. Teachers employed in schools with an enrollment of 500 
to 1,000 students cited "Monthly"--"Filmstrip Projector" as the teaching 
aid and basis employed most frequently as indicated by 312 participants 
or 72 percent. Teachers employed in schools with an enrollment of more 
than 1,000 students cited "Weekly"--"Phonograph" as the basis and 
the teaching aid employed most frequently as indicated by 537 partici­
pants or 83 percent.
Variations in Scheduling and the Use of Time. Forty-seven percent 
of the Louisiana public secondary teachers who participated in this study 
indicated that the schools in which they taught had employed variations 
in scheduling and use of time in English departments. A total of 735 
participants or 47 percent responded to the question regarding employ­
ment of variations in scheduling and use of time. Overall, "Grouping-- 
Large Groups" was the variation cited most frequently. Regardless of the 
size of student enrollment, "Grouping--Large Groups" was the variation 
cited most frequently as indicated by 180 participants or 37 percent, 283 
participants or 68 percent, and 292 participants or 45 percent respec­
tively.
Variations in the Use of Staff. Fifty-two percent of the Louisiana
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public secondary teachers who participated in this study indicated that 
the schools in which they taught had employed variations in the use of 
staff in English departments. A total of 805 participants or 52 percent 
responded to the question regarding employment of variations in the use 
of staff. Overall, "Team Teaching" was the variation cited most fre­
quently. Regardless of the size of student enrollment, "Team Teaching" 
was the variation cited most frequently as indicated by 124 participants 
or 26 percent, 247 participants or 60 percent, and 434 participants or 
67 percent respectively.
Clerical Assistants. Twelve percent of the Louisiana public 
secondary teachers who participated in this study indicated that the 
schools in which they taught had employed clerical assistants in English 
departments. A total of 182 participants or 12 percent responded to the 
question regarding tasks for which clerical assistants were responsible. 
Overall, "Type" was the task cited most frequently. Regardless of the 
size of student enrollment, "Type" was the task cited most frequently as 
indicated by 48 participants or 10 percent, 67 participants or 16 percent, 
and 67 participants or 10 percent respectively.
Lay Reader Program. Twelve percent of the Louisiana public 
secondary teachers who participated in this study indicated that the 
schools in which they taught had employed lay readers in English depart­
ments. A total of 190 participants or 12 percent responded to the ques­
tion regarding lay reader program functions. Overall, "Used to 
Supplement the Efforts of the Classroom Teacher by Reading Assignments 
over and above What the Students Would Ordinarily be Expected to Write"
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was the function cited most frequently. Teachers employed in schools 
with an enrollment of less than 500 students and 500 to 1,000 students 
cited "Used to Supplement the Efforts of the Classroom Teacher by 
Reading Assignments over and above What the Students Would Ordinarily 
Be Expected to Write" most frequently as indicated by 37 participants or 
eight percent and 57 participants or 14 percent respectively. Teachers 
employed in schools with an enrollment of more than 1,000 students 
cited "Used to Supervise Students in English Classrooms" most frequently 
as indicated by 96 participants or 15 percent.
Television Teaching. Seventeen percent of the Louisiana public 
secondary teachers who participated in this study indicated that the 
schools in which they taught had employed television teaching in English 
departments. A total of 261 participants or 17 percent responded to the 
question regarding employment of television teaching. Overall, "Broad­
casts of Special Programs" was the description cited most frequently. 
Regardless of the size of student enrollment, "Broadcasts of Special 
Programs" was the description cited most frequently as indicated by 43 
participants or nine percent, 85 participants or 20 percent, and 133 
participants or 20 percent respectively.
Variations in Grouping. Fifty-five percent of the Louisiana public 
secondary teachers who participated in this study indicated that the 
schools in which they taught had employed variations in grouping in 
English departments. A total of 857 participants or 55 percent responded 
to the question regarding employment of variations in grouping. Overall, 
"Permission to Elect English Classes ('English by Choice1)" was the
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variation cited most frequently. Teachers employed in schools with an 
enrollment of less than 500 students cited "A Single Class for First-, 
Second-, Third-, and Fourth-year Pupils" most frequently as indicated 
by 198 participants or 41 percent. Teachers employed in schools with an 
enrollment of 500 to 1,000 students cited "Frequent Resectioning of 
Students" most frequently as indicated by 176 participants or 42 per­
cent. Teachers employed in schools with an enrollment of more than
1,000 students cited "Permission to Elect English Classes ('English by 
Choice1)" most frequently as indicated by 483 participants or 74 per­
cent .
Curriculum Combinations. Twenty-four percent of the Louisiana 
public secondary teachers who participated in this study indicated that 
the schools in which they taught had combined English curriculums with 
other school curriculums. A total of 375 participants or 24 percent 
responded to the question regarding curriculum combinations. Overall, 
"History" was the subject with which English was combined most fre­
quently. "Ninth Grade"--"Speech"; "Tenth Grade" and "Twelfth Grade"-- 
"History"; and "Eleventh Grade"--"American History" were the grade 
levels and subjects with which English was combined most frequently. 
Regardless of the size of student enrollment, "American History," 
"History," "Social Studies," and "Speech" were the subjects with which 
English was combined most frequently. "Eleventh Grade" was the grade 
level at which English was combined most frequently. Teachers employed 
in schools with an enrollment of less than 500 students cited "Eleventh 
Grade"--"American History" most frequently as indicated by 24 partici­
pants or five percenl. Teachers employed in schools with an enrollment
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of 500 to 1,000 students cited "Eleventh Grade"--"History" most fre­
quently as indicated by 50 participants or 12 percent. Teachers 
employed in schools with an enrollment of more than 1,000 students 
cited "Eleventh Grade" and "History" most frequently as indicated by 
301 participants or 46 percent.
Programmed Instruction. Forty-two percent of the Louisiana public 
secondary English teachers who participated in this study had taught a 
class primarily from programmed material. A total of 647 participants 
or 42 percent responded positively to the question regarding teaching 
a class of English primarily from programmed materials. Overall,
"Tenth Grade"--"Literature," "One Carnegie Unit," "Nine Months," and 
"Exploring Life through Literature" were cited most frequently. Re­
gardless of the size of student enrollment, "Literature" and "One 
Carnegie Unit" were cited most frequently. Teachers employed in schools 
with an enrollment of less than 500 students cited "Ninth Grade"-- 
"Literature" most frequently as indicated by 124 participants or 25 per­
cent. Teachers employed in schools with an enrollment of 500 to 1,000 
students and more than 1,000 students cited "Tenth Grade"--"Literature" 
most frequently as indicated by 173 participants or 42 percent and 350 
participants or 54 percent respectively. "Nine Months" was cited most 
frequently by teachers employed in schools with an enrollment of less 
than 500 students and 500 to 1,000 students. "Five to Eight Months" was 
cited most frequently by teachers employed in schools with an enrollment 
of more than 1,000 students. "Enjoying English" was cited most fre­
quently by teachers employed in schools with an enrollment of less than 
500 students. "Exploring Life through Literature" was cited most
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frequently by teachers employed in schools with an enrollment of 500 to
1,000 students. And "Voices Series." "Exploring Life through Litera­
ture," and "Outlooks through Literature" were cited most frequently by 
teachers employed in schools with an enrollment of more than 1,000 
students.
Specialized Electives. Twenty-one percent of the Louisiana public 
secondary teachers who participated in this study indicated that the 
schools in which they taught had offered specialized electives which 
could be employed to satisfy graduation requirements in English. A 
total of 318 participants or 21 percent responded positively to the 
question regarding specialized electives. Overall, "Two Semesters" and 
"Reading" were cited most frequently. Regardless of the size of 
student enrollment, "Two Semesters" and "Reading" were cited most fre­
quently as indicated by 30 participants or six percent, 16 participants 
or four percent, and 200 participants or 31 percent respectively.
RECOMMENDATIONS
1. A study should be conducted to ascertain the opinions of 
supervisors and administrators toward the merits of incorporating 
English revisions and innovations.
2. A study should be conducted to ascertain the status of English 
teaching in Louisiana private and parochial secondary schools.
3. A study should be conducted to ascertain the status of English 
teaching in Louisiana public, private, and parochial elementary schools.
4. Colleges and universities should implement a course which 
highlights research, revisions, and innovations to provide the English
255
teacher with a basis to experiment with incorporating conclusive 
research suggestions, revisions, and innovations in the English program.
5. Supervisory personnel should conduct needs assessment surveys 
at least once every four years to insure that English instruction is 
relevant to the needs, interests, and abilities of students from 
diverse socio-economic, cultural-ethnic backgrounds.
6. Supervisory personnel should provide in-service training at 
least once each semester to insure that the English curriculum consists 
of integrated instruction in literature, composition, and language.
7. Supervisory personnel should provide in-service training at 
least once each year to insure that literature, composition, and 
language teaching reflect revised knowledge and methodology.
8. Supervisory personnel should review college transcripts and 
provide in-service training for deficient teachers to insure that 
English teachers are competent to employ audio-visual equipment; are 
familiar with variations in the use of staff, scheduling, and grouping; 
and have knowledge of at least three grammars, linguistic concepts, and 
reading skills.
9. Supervisory personnel should recommend that English teachers 
not be assigned more than four classes per day; that class size be 
limited to a maximum of twenty-five students; and that English teachers 
not be responsible for more than one extracurricular activity to insure 
that English teachers are not burdened by heavy workloads.
10. Supervisory personnel should establish incentive programs to 
motivate outstanding teachers to publish articles to share ideas and 
techniques and to conduct research to aid in the search for conclusive
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evidence to improve instruction.
11. English teachers should select materials after consultation 
with competent professional authorities to insure that materials titled 
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To complete degree requirements for a Doctor of Education degree 
at Louisiana State University, Baton Rouge, I am writing a dissertation 
on the status of English teaching in Louisiana public secondary schools.
The data for this study will be derived from a questionnaire 
compiled from a study of professional literature published from 1952 to 
1973. This study, entitled The Status of English Teaching in Louisiana 
Public Secondary Schools, will be limited to English teaching in Grades 
9 through 12. Data will concentrate on revised knowledge in literature, 
composition, and language; revised methodology in literature, composi­
tion, and language; teacher education in English revisions; and 
innovations (employment of audio-visual equipment, variations in the 
use of staff, variations in scheduling and use of time, and variations 
in grouping).
To insure that this questionnaire adequately covers these data, I 
will appreciate your providing me with a list of authoritative sources 
to guide me in compiling data to be included in the questionnaire.
I have enclosed a self-addressed, stamped envelope for your 








School Enrollment (Grades 9-12)
(Check one.)
 less than 500
  500 to 1,000 APPENDIX B
  more than 1,000
THE STATUS OF ENGLISH TEACHING 
IN
LOUISIANA PUBLIC SECONDARY SCHOOLS
GRADE LEVELS PRESENTLY TEACHING NO. OF COURSES TEACHING AT EACH LEVEL
TITLE OF COURSE




1, Have you engaged in inservice education since 1965, which included 
a study of revisions in English? (Please mark x.)
 Yes
No
(a) If "yes," indicate the technique used to provide inservice 
education. (Please mark x.)
 Department meetings ___ Classroom intervisitations
 Conferences with teachers  Outside consultants
 Summer courses ___Others (Please specify.)
 Special workshops ___
 Attendance at professional meetings
Institutes_________________________
2. Have you completed a course in any of these English courses at a 
college or university since 1965? (Please mark x.)





 History of the English Language




 Teaching of literature from the
 formalistic approach
 psychological approach







 Teaching of composition with emphasis on the role of the
sender, the receiver, and the medium
 Teaching of composition with emphasis on process--development
of strategy for presenting ideas, definition of audience, 
selection of tone and voice, and choice of argument
3. If you are incorporating any concepts learned from these courses in 
your teaching, are these concepts organized as: A--individual courses 
of instruction? B--Units of instruction? C--Introduction to materials?
ORGANIZATION
CONCEPTS (A? B? or C?)
 Introduction to Linguistics ___
 Structural Grammar ___
 Generative Grammar ___
 Transformational Grammar ___
 Transformational-Generative Grammar ___
 History of the English Language ___
 Structure of literature ___
 external form___________________________________________ ___
 recurrent theme_________________________________________ ___
 matrix ___
 Approaches to literature study ___
 formalistic approach_______________________________________
 psychological approach_____________________________________
 mythological and archetypal approach ___
 exponential approach ___
 sociological approach______________________________________
 linguistic approach ___
 appreciative approach ___
 Aristotelian approach______________________________________
4. (a) Please indicate the number of semesters of each of the follow­
ing courses offered and the grade level at which each is offered.
(Grades: 9, 10, 11, or 12) (Semesters: 1, 2, 3, 4, more than 4).
COURSE GRADE LEVEL SEMESTERS
Literature ___  ___
Composition ___  ___
Language_____________________________ ___  ___
Others (Please specify.) ___  ___
(b) Please state the approximate percentage of time most often 
allocated to the teaching of each of the following areas in 
English during ea^h of the last^three years.o (25%, 50%, 100%)
COURSE 9 GRADE 10 GRADE 11 GRADE 12 GRADE
Literature ___  ___  ___  ___
Composition_______________ ___  ___  ___  ___
Language ___  ___  ___  ___
Others (Please specify.) ___  ___  ___  ___
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5. (a) Does your school provide a printed curriculum guide, course of
study, or study guide to aid with the selection of subject
matter to be included in a course? (Please mark x.)
 Yes
 No
(b) Does this guide include subject matter recommendations for 
literature?  Yes  No
composition?  Yes  No
language? Yes  No
(c) Does your department make use of comprehensive final examinations 




6 . Which do you consider to be the most important reasons why more 
extensive changes have not been made in the teaching of English in 
your department in an effort to modernize the English program? (Please 
employ 2  to designate your most important reason; 2, second most 
important reason; 1̂, for any reason which you feel has no effect on 
the decision to change your English program.)
 Financial--not enough money available to buy the needed equipment
and or materials
 Teachers are not familiar enough with the content to teach it
well
 Local colleges oppose the teaching of the "new" English
 Spending time on the "new" English causes students to score
lower on tests used to determine mastery of English 
 Parents oppose change
 The "new" English is not well suited to students who are not
planning to attend college
 No one in the school is really interested in changing from the
courses now taught
 My school is waiting for a more complete agreement as to which
are the best programs before deciding to adopt a "new" English 
program 
 Others (Please specify.)
 None
7. (a) Do you anticipate any change(s) in the English program in your








  Not applicable
***
LITERATURE
Which one of the following best describes the teaching of literature 
in your classes? (Please mark x.)
KNOWLEDGE
a. Taught for its sociological and historical values to gain 
insight into life and its problems, or
Taught to gain insight into the characteristics of the 
structure of literature as external form, recurrent theme, 
and matrix
b.  Use of an anthology, or
 Intensive study of several complete pieces of literature
c.  Literature studied as a course in itself, or
 Literature and composition studied as functions of language
d.  Literature studied as an appreciation of an author's contri­
bution to the literary world, or 
 Literature studied as a means of teaching reading skills
METHODOLOGY
a.  Reading assignments scheduled outside regular class time, or
 Allowance for independent reading time in the regular class
day
b.  Literature study used mainly as a source of topics for
composition, or_
 The use of literature as a model for students' writing
c.  Thematic, anthological, chronological, selected authors,
textual, historical, moral, and genre approaches to the study 
of literature, or_
 Formalistic, psychological, mythological and archetypal,
exponential, sociological, linguistic, appreciative, and 
Aristotelian approaches to the study of literature
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COMPOSITION
Which one of the following best describes the teaching of composition 
in your classes?
KNOWLEDGE
a. Emphasis on mastering separate composition skills by item­
izing skills arranged in a learning sequence based on com­
plexity as determined by the number and order of lexical or 
syntactic units involved (spell, capitalize, organize words 
into simple, compound, and complex-compound sentences, produce 
paragraphs to produce longer compositions, or
 Emphasis on communication: the choice of words and selection
of mode of expression considered from the standpoint of 
purpose, audience, and effect (the role of the sender, the 
receiver, and the medium: how the sender's experiences affect 
the form and content of the message he sends and how the 
receiver's experiences affect the way he decodes and inter­
prets the message)
b.  Emphasis on grammar, or_
 Emphasis on semantics and usage
c. Emphasis on developing topic sentences, or
 Identification of assumptions and testing their validity (the
process of induction and deduction and the difference between 
statements of fact and statements of opinion)
d.  Defining a sentence as a group of words which express a
complete thought, or
 Defining a sentence as a group of words which represent
progressive generation of an idea toward completion--to be 
modified by limitation or expansion in subsequent sentences
METHODOLOGY
a.  Prewriting emphasis in the form of outlining of topic, or
 Prewriting emphasis in the form of emphasis on process
(development of strategy for presenting ideas, definition of 
audience, selection of tone and voice, and choice of argument)
b.  Emphasis on the final product, or
 Emphasis on the command of process
c.  Practice in writing on diverse topics, or
 Practice in writing about the same topic but assuming differ­
ent speaking voices
d.  Exercises written during regular class time or as home
assignments, or 
 Provision for writing workshops and laboratories
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e. Referring students to their text or language handbook for
assistance in correcting errors, or
 Directing students to appropriate programmed programs for
developmental and remedial exercises
***
l a n g u a g e
Which one of the following best describes the teaching of language 
in your classes?
KNOWLEDGE
a.  The study of a Latin-based grammar, or
 The study of structural, transformational, and transforma­
tional-generative grammars
b.  The study of language as a specific system of rules, or
 The study of language as a system of communication which has
as one characteristic a pattern of regular syntactic rela­
tionships which the native speaker automatically follows
c.  The study of language as a predetermined system of rules by
which the speaker must abide, or
 The study of language as personal, inductive, and descrip­
tive-^ tool which man varies to suit his needs at a particu­
lar time in a particular context
d.  The study of language as a system of grammar and mechanics, or_
 The study of the history of language, rhetoric, and
linguistics
e.  The study of grammar to determine correctness, or
 The study of grammar to determine usage and appropriateness
METHODOLOGY
a.  Exercises employing standardized "author-published" sentences
or
 Exercises employing sentences from the student's own language
b.  Exercises stressing the identification of grammatical
elements, or_
 Exercises stressing the creation of new sentences after
identifying grammatical elements
c.  Diagraming sentences to determine sentence structure, or_
 Diagraming sentences to build to the existing sentence
INNOVATIONS IN THE ENGLISH PROGRAM
Which of these basic innovative patterns are used by your department 
(Please mark x.)
Variations in the use of staff 
Variations in scheduling and use of time 
Variations in grouping students
 Development of programs in the humanities
 Others (Please specify.)
 None
Which of the following techniques are being used in teaching English 
in your school in Grades 9, 10, 11, or 12?
GRADE LEVELS
TECHNIQUES 9 10 11 12
Lay readers___________________________ ___  ___  ___  ___
 Team teaching ___  ___  ___  ___
Large group instruction_________________  ___  ___  ___
 Small group instruction ___  ___ ___  ___
 Programmed learning ___  ___  ___  ___
 Teaching machines ___  ___  ___  ___
Ungraded classes ___  ___  ___  ___
 Advanced placement classes ___  ___  ___  ___
 Special classes in remedial reading ___ ___  ___  __
 English classes for gifted students ___  ___ ___  ___
 English classes for slow students ___ ___  ___  ___
 Demonstration teaching ___  ___  ___  ___
 Interschool visitation ___  ___  ___  ___
 Others (Please specify.) ___  ___  ___  ___
None
Which of these teaching aids are employed on a regular basis? 
(Please mark: D--Daily, W--Weekly, M--Monthly.)
_Phonograph
_Library of recordings 
JFilmstrip projector 










4. Which of these variations in scheduling and use of time are employed 





 Occasional lengthened periods
Reading rooms 
 Writing laboratories
 Instructional materials centers with carrels for independent work
 Independent study program
 Semi-independent study programs
 Others (Please specify.)
 None








 Others (Please specify.)
 None
6. If your department makes use of clerical assistants, which tasks 




Maintain class rolls for individual teachers 
Manage textbook records 
Manage recording libraries 
Manage department centers 
Manage laboratory rooms 
 Others (Please specify.)
None
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7. If your department has a lay reader program, what is its primary 
function?
 Used to supplement the efforts of the classroom teacher by
reading assignments over and above what the students would 
ordinarily be expected to write
 Used as a solution to reduce the teacher load problem
 Used to supervise students in English classrooms
 Others (Please specify.)
 None
8. If your department makes use of television teaching, which of the 
following are applicable?
 Closed circuit or educational television
Availability of kinescopes
 Broadcasts of special programs
 Others (Please specify.)
 None
9. Which of these variations in grouping are used by your department?
 Track program to classify students
Ungraded teaching
Ungraded electives offered in addition to specified or basic 
course offerings
 A single class for first-, second-, third-, and fourth-year pupils
 Ungraded classes in art, social studies, or other related subjects
 Programs involving participating college or university instructors
 Enrollment in credit courses in college
 Permission to elect English classes ("English by Choice")
 Frequent resectioning of students
 Every semester
 Every half semester
 Others (Please specify.)
 None
Students assigned to work with one teacher for three days each week 
and assigned to another teacher for specialized instruction on the 
other two days
 Variation of the preceding student assignment (Please specify.)
None
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(b) If "yes," which curriculum?
 Not Applicable










(b) If "yes," in which areas and at what grade levels?
9 10 11
 Literature ___  ___  ___
 Composition ___  ___  ___
Language ___  ___  ___
. Not Applicable_______ ___  ___  ___
(c) If "yes," what amount of credit do students receive for com­
pleting course requirements?
One Carnegie unit 
One-ha If Carnegie unit 
 Not Applicable
(d) If you are teaching a class of English primarily from program­
med materials, what is the approximate length of time spent 
employing such materials?
Less than one month 
Two to four months




(e) By title, publisher, or other identifying characteristics, 




(f) Can some of the graduation requirements in English be satisfied 
by the completion of specialized electives in English?
Yes 
 No
(g) If "yes," how many semesters? Which electives?
SEMESTERS ELECTIVES
 Not Applicable
Dear Fellow English Teachers:
Thank you for your cooperation. With our combined efforts, hopefully 
a more comprehensive analysis of English teaching in Louisiana will 
result.






P. 0. Box 164 
Lutcher, Louisiana 70071 
November 26, 1974
Mrs. Mari Ann Pritchett, Supervisor 
English and Language Arts 
Sixth Floor, Room 617 
State Department of Education 
Baton Rouge, Louisiana 70804
Dear Mrs. Pritchett:
To complete degree requirements for a Doctor of Education degree 
at Louisiana State University, Baton Rouge, I am writing a dissertation 
on the status of English teaching in Louisiana public secondary schools.
Dr. Fred Smith, my major professor, has suggested that I request 
your assistance in (1) compiling a mailing list of the English teachers 
of schools organized on a 9-12 or a 10-12 grade basis, and (2) pretesting 
the questionnaire to insure validity.
Please note the enclosed letter explaining the study and requesting 
assistance from the chairmen of English departments of Louisiana 
colleges and universities to assist with the pretesting of the ques­
tionnaire .
I appreciate your cooperation and look forward to hearing from you.
Sincerely yours,









Department of English 
Dear Sir/Madam:
To complete degree requirements for a Doctor of Education degree 
at Louisiana State University, I am writing a dissertation on the 
status of English teaching in Louisiana public secondary schools.
The data for this study will be derived from a questionnaire 
compiled from a study of professional literature published from 1952 
to 1973. Specific questions to be answered are:
1. Have English teachers pursued formal studies in English 
revisions?
2. Have revisions in English been incorporated in Louisiana 
public secondary schools?
a . Are English teachers employing revised knowledge in the 
classroom?
b. Are English teachers employing revised methodology in 
the classroom?
c. Are English teachers utilizing teaching machines, 
programmed texts, team teaching, and other innovations 
in the classroom?
To insure that this questionnaire adequately covers each question 
to be answered, I will appreciate having someone in your department 
evaluate it and offer suggestions for its improvement.
I have enclosed a self-addressed, stamped envelope for your con­
venience in returning this questionnaire. I appreciate your cooperation 
and know that any suggestions rendered by a member of your department 
will improve its validity.
Sincerely yours,










To complete degree requirements for a Doctor of Education degree 
at Louisiana State University, I am writing a dissertation on the status 
of English teaching in Louisiana public secondary schools.
The data for this study will be derived from a questionnaire com­
piled from a study of professional literature published from 1952 to 
1973. Specific questions to be answered are:
1. Have English teachers pursued formal studies in English revisions?
2. Have revisions in English been incorporated in Louisiana public 
secondary schools?
a. Are English teachers employing revised knowledge in the 
classroom?
b. Are English teachers employing revised methodology in 
the classroom?
c. Are English teachers utilizing teaching machines, 
programmed texts, team teaching, and other innovations in the classroom?
I will appreciate your granting permission that this survey be con­
ducted. If you do grant permission, I will need the number of teachers 
who teach one or more English courses at the 9, 10, 11, and/or 12 grade 
grade level. Also, to insure that I receive a representative number of 
samples, I will appreciate having one of your staff members issue the 
questionnaires to and collect them from these teachers and mail the forms 
back to m e .
If I do not receive a reply within the next week or two, I will 
telephone you to discuss these requests:
1. If permission is granted,
2. The number of teachers involved, and
3. The name of the staff person with whom to communicate.
I have enclosed a self-addressed, stamped envelope for your conven­
ience. I appreciate your cooperation and will reciprocate by mailing you 





1. Permission Granted Yes No
2. If "yes," number of teachers involved








Louisiana Public Secondary Schools 
Dear Sir/Madam:
To complete degree requirements for a Doctor of Education degree 
at Louisiana State University, I am writing a dissertation on the status 
of English teaching in Louisiana public secondary schools.
The data for this study will be derived from a questionnaire com­
piled from a study of professional literature published from 1952 to 
1973. Specific questions to be answered are:
1. Have English teachers pursued formal studies in English 
revisions?
2. Have revisions in English been incorporated in Louisiana 
public secondary schools?
a. Are English teachers employing revised knowledge in 
the classroom?
b. Are English teachers employing revised methodology in 
the classroom?
c. Are English teachers utilizing teaching machines, 
programmed texts, team teaching, and other innovations 
in the classroom?
To insure that I receive a representative number of samples, the 
superintendent of your parish has recommended that I contact you to 
issue the questionnaires to and collect them from those teachers who 
teach one or more English courses at the 9, 10, 11, and/or 12 grade 
level.
I will appreciate having these forms returned to me on or before 
Friday, April 18, 1975. I appreciate your cooperation and will recipro­











Louisiana Public Secondary Schools 
Dear Sir/Madam:
To complete degree requirements for a Doctor of Education degree 
at Louisiana State University, I am writing a dissertation on the status 
of English teaching in Louisiana public secondary schools.
The data for this study will be derived from a questionnaire com­
piled from a study of professional literature published from 1952 to 1973. 
Specific questions to be answered are:
1. Have English teachers pursued formal studies in English 
revisions?
2. Have revisions in English been incorporated in Louisiana 
public secondary schools?
a. Are English teachers employing revised knowledge in the 
classroom?
b. Are English teachers employing revised methodology in 
the classroom?
c. Are English teachers utilizing teaching machines, 
programmed texts, team teaching, and other innovations 
in the classroom?
To insure that I receive a representative number of samples, I am 
surveying those English teachers who teach one or more English courses 
at the 9, 10, 11, and/or 12 grade level. Your superintendent has granted 
permission that this study be conducted.
Please have your English teachers complete these survey forms and 
return them on or before Friday, April 11, 1975, to the person designated 
by your superintendent to serve as coordinator. This person will then 
mail the questionnaires back to me on or before Friday, April 18, 1975.
I realize that you have a busy schedule, but please extend your 
professional cooperation in this worthy endeavor. I appreciate your 
cooperation and will reciprocate by mailing a summary of the results of 











Grades 9, 10, 11, and 12
Louisiana Public Secondary Schools
Dear Fellow English Teachers:
To complete degree requirements for a Doctor of Education degree 
at Louisiana State University, I am writing a dissertation on the status 
of English teaching in Louisiana public secondary schools.
I realize that you have a busy schedule, but please extend your 
professional cooperation in this worthy endeavor by answering the 
attached questionnaire. Please:
1. Answer each question as it applies to you in your particular 
school setting.
2. Answer each question according to instruction.
3. Do not vary from instructions as this will invalidate your 
response.
4. Answer every question.
Although the form appears lengthy and involved, its purpose is 
simple and straightforward: to record the experiences and practices that
characterize you as a teacher of English in the particular school and 
department in which you teach. Most of the questions require no more 
than your making an "x" as specified in the instructions. A few ques­
tions, however, require that you list information. There are no right or 
wrong answers; therefore, do not be afraid to answer each question 
honestly. Questions are welcomed and may be referred to the person whom 
your superintendent designated to distribute and collect the question­
naires.
I appreciate your cooperation and will reciprocate by mailing a 






School Enrollment (Grades 9-12) 796 Teachers Surveyed
(Check one) 488 Participants
x less than 500 281 Non-Participants
  500 to 1,000
  more than 1,000 THE STATUS OF ENGLISH TEACHING
IN
LOUISIANA PUBLIC SECONDARY SCHOOLS







1. Have you engaged in inservice education since 1965, which included 
a study of revisions in English? (Please mark x.)
212 Yes 24 Others
252 No 24 Subjective Response
(a) If "yes," indicate the technique(s) used to provide inservice 
education. (Please mark x.)
118 Department meetings 65 Classroom intervisitations
122 Conferences with teachers 88 Outside consultants
99 Summer courses _4 Others (Please specify.)
151 Special workshops 781 Total Responses
110 Attendance at profes­
sional meetings 
24 Institutes
2. Have you completed a course in any of these English courses at a 
college or university since 1965? (Please mark x.)
263 Yes __5 Others
220 No  5 No Response
(a) If "yes," indicate the course(s) completed. (Please mark x.)
151 Introduction to Linguistics 
108 Structural Grammar
35 Generative Grammar 
104 Transformational Grammar 
35 Transformational-Generative Grammar 
110 History of the English Language
152 Teaching of the structure of literature as
51 external form 
83 recurrent theme 
18 matrix 
548 Teaching of literature from the 
64 formalistic approach 
82 psychological approach 
68 mythological and archetypal approach
APPENDIX I (continued)
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15 exponential approach 
69 sociological approach 
49 linguistic approach 
171 appreciative approach 
30 Aristotelian approach 
81 Teaching of composition with emphasis on the role of the 
sender, the receiver, and the medium 
119 Teaching of composition with emphasis on process-- 
development of tone and voice, and choice of argument 
1,443 Total Response
(a) Are you incorporating any concepts learned from these courses 
in your teaching?
124 Yes 12 others
127 No 12 Incorrect Response
(b) If "yes," are these concepts organized as: A--Individual courses 
of instruction? B--Units of instruction? or C--Introduction to 
materials? (Please mark x.)
ORGANIZATION
CONCEPTS A?_ B? or £L
47 Introduction to Linguistics 1 24 22
84 Structural Grammar 13 60 11
12 Generative Grammar 1 8 3
32 Transformational Grammar 4 16 12
15 Transformational-Generative Grammar 3 5 7
62 History of the English Language 3 22 37
114 Structure of Literature 5 79 30
54 external form 5 37 12
43 recurrent theme 0 28 15
17 matrix 0 14 3
251 Approaches to literature study 19 164 68
32 formalistic approach 2 23 7
35 psychological approach 2 21 12
21 mythological and archetypal approach 3 11 7
11 exponential approach 0 9 2
29 sociological approach 3 19 7
37 linguistic approach 2 21 14
82 appreciative approach 7 57 18
__4 Aristotelian approach 0 3 1
617 Total Response 49 378 190
CURRICULUM
(a) Please indicate the number of semesters of each of the following 
courses offered and the grade level at which each is offered. 
(Grades: 9, 10, 11, or 12) (Semesters: 1, 2, 3, 4, or more
than 4) (Please mark x.)
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1 2 3 4 M JL 2 3 4 M
134 75 26 35 26 131 54 1 112 20
80 78 15 77 15 49 58 0 16 1
76 69 4 25 1 58 54 4 24 10
2 90 222 45 137 42 238 166 5 152 31
11 12
1 2 3 4 M I 2 3 4 M
110 54 1 35 26 104 49 0 35 36
48 51 0 17 1 38 48 0 17 3
56 51 4 25 10 55 47 10 24 5
214 156 5 77 37 197 144 10 76 44
Grade Level (9)______ 736 (10) 592 (11) 489 (12) 471
Semester (1)_______939 ( 2) 688 (_3)________65_ ( 4) 442
( 5) 154
(b) Please state the approximate percentage of time most often 
allocated to the teaching of each of the following areas in 
English at each grade level (Grades: 9, 10, 11, or 12) (Per­
centages: 25, 50, or 100). (Please mark x.)





Grade Level ( 9)
9 10 11 12
25 50 100 25 50 100 25 50 100 25 50 100
79 175 3 62 110 4 45 162 4 41 118 31
t 166 58 1 125 65 1 110 56 3 106 65 6
90 48 4 78 35 4 80 27 3 86 17 4
ise 335 281 , 8 265 210 __9 235. 245 10 233 200 41
JL_9.) 624 (10)... 484 (11) 490 (12) 474
(25) 1 ,068 1501. 936 (100) 68
(a) Does your school provide a printed curriculum guide, course of 
study, or study guide to aid with the selection of subject 
matter to be included in a course? (Please mark x.)
239 Yes 34 Others
214 No 19 No Response
15 Subjective Response
















23 No Response 
 1 Subjective Response
(c) Does your department make use of comprehensive final examinations 





31 No Response 
20 Subjective Response
Which do you consider to be the most important reason why more exten­
sive changes have not been made in the teaching of English in your 
department in an effort to modernize the English program? (Please 
employ 3̂ to designate your most important reason; 2, to designate the 
second most important reason; and 1̂ to designate a reason which you 











Financial--not enough money available to buy the needed 
equipment and/or materials
Teachers are not familiar enough with the content to teach 
it well
Local colleges oppose the teaching of the "new" English 
Spending time on the "new" English causes students to score 
lower on tests used to determine mastery of English 
Parents oppose change
The "new" English is not well suited to students who are 
not planning to attend college
No one in the school is really interested in changing from 
the courses now taught
My school is waiting for a more complete agreement as to 
which are the best programs before deciding to adopt a "new1 
English program 
8 Others (Please specify.)
Total Response 1,166
7. (a) Do you anticipate any change(s) in the English program in your
school within the next three years?
210 Yes 39 Others
239 No 20 No Response
 1 Subjective Response
19 Incorrect Response
(b) If "yes," please specify these anticipated changes.




APPENDIX I (continued) 
(Refer to Table 20.) 
(Refer to Table 21.)
***
LITERATURE
1. (a) Which one of the following best describes the teaching of litera­
ture in your classes? (Please mark x in one description in each 
set.)
KNOWLEDGE
420 Taught for its sociological and historical values to gain 
insight into life and its problems, or 
53 Taught to gain insight into the characteristics of the
structure of literature as external form, recurrent theme, 
and matrix
*
280 Use of an anthology, or
158 Intensive study of several complete pieces of literature
*
105 Literature studied as a course in itself, or
315 Literature and composition studied as functions of language
*
298 Literature studied as an appreciation of an author's 
contribution to the literary world, or
123 Literature studied as a means of teaching reading skills
438 Participants 50 Others
 8 No Response
42 Incorrect Response
1,752 Total Response
(b) Which one of the following best describes the teaching of litera­
ture in your classes? (Please mark x in one description in each 
set.)
METHODOLOGY
118 Reading assignments scheduled outside regular class time, or
285 Allowance for independent reading time in the regular 
class day
*
298 Literature study used mainly as a source of topics for 
composition, or
116 The use of literature as a model for students' writing
*
415 Thematic, anthological, chronological, selected authors, 
textual, historical, moral, and genre approaches to the 
study of literature, oir
APPENDIX I (continued)
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64 Formalistic, psychological, mythological and archetypal, 
exponential, sociological, linguistic, appreciative, and 
Aristotelian approaches to the study of literature 
432 Participants 56 Others





(a) Which one of the following best describes the teaching of compo­
sition in your classes? (Please mark x in one description in 
each set.)
KNOWLEDGE
268 Emphasis on mastering separate composition skills by 
itemizing skills arranged in a learning sequence based 
on complexity as determined by the number and order of 
lexical or syntactic units involved (spell, capitalize, 
organize words into simple, compound, and complex- 
compound sentences, produce paragraphs to produce longer 
compositions), or 
216 Emphasis on communication; the choice of words and 
selection of mode of expression considered from the 
standpoint of purpose, audience, and effect (the role 
of the sender, the receiver, and the medium; how the 
sender's experiences affect the form and content of the 
message he sends and how the receiver's experiences 
affect the way he decodes and interprets the message)
*
233 Emphasis on grammar, or
215 Emphasis on semantics and usage
*
270 Emphasis on developing topic sentences, or 
144 Identification of assumptions and testing their validity 
(the process of induction and deduction and the difference 
between statements of fact and statements of opinion)
*
323 Defining a sentence as a group of words which express a 
complete thought, or 
127 Defining a sentence as a group of words which represent 
progressive generation of an idea toward completion— to 
be modified by limitation or expression in subsequent 
sentences
449 Participants 39 Others
12 No Response
 4 Subjective Response
1,796 Total Response 23 Incorrect Response
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(b) Which one of the following best describes the teaching of compo 
sition in your classes? (Please mark x in one description in 
each set.)
METHODOLOGY
269 Prewriting emphasis in the form of outlining of topic, or
180 Prewriting emphasis in the form of emphasis on process
(development of strategy for presenting ideas, definition 
of audience, selection of tone and voice, and choice of 
argument)
*
269 Emphasis on the final product, or
179 Emphasis on the command of process
*
426 Practice in writing on diverse topics, or 
22 Practice in writing about the same topic by assuming 
different speaking voices
*
470 Exercises written during regular class time or as home 
assignments, or 
22 Provision for writing workshops and laboratories
*
336 Referring students to their text or language handbook 
for assistance in correcting errors, or 
67 Directing students to appropriate programmed programs 
for developmental and remedial exercises
448 Participants 40 Others
10 No Response




l a n g u a g e
(a) Which one of the following best describes the teaching of
language in your classes? (Please mark x in one description 
in each set.)
KNOWLEDGE
232 The study of a Latin-based grammar, or




210 The study of language as a specific system of rules, 
or
278 The study of language as a system of communication which 
has as one characteristic a pattern of regular syntactic 
relationships which the native speaker automatically 
follows
*
139 The study of language as a predetermined system of rules 
by which the speaker must abide, or
348 The study of language as personal, inductive, and
descriptive--a tool which man varies to suit his needs 
at a particular time in a particular context
*
371 The study of language as a system of grammar and mechanics, 
or
93 The study of the history of language, rhetoric, and 
linguistics
*
116 The study of grammar to determine correctness, or




(b) Which one of the following best describes the teaching of lan­
guage in your classes? (Please mark x in one description in 
each set.)
METHODOLOGY
259 Exercises employing standardized "author-published" 
sentences, or
191 Exercises employing sentences from the student's own 
language
*
273 Exercises stressing the identification of grammatical 
elements, or
246 Exercises stressing the creation of new sentences after
identifying grammatical elements*
300 Diagraming sentences to determine sentence structure, or 
96 Diagraming sentences to build to the existing sentence
455 Participants 33 Others
 8 No Response
12 Subjective Response 
1,365 Total Response 13 Incorrect Response
24 Others
 8 No Response






1. Which of these basic innovative patterns are used by your department? 
(Please mark x.)
135 Variations in the use of staff 
186 Variations in scheduling and use of time 
223 Variations in grouping students 
37 Development of programs in the humanities 
581 Total Response 60 None
2. Which of the following techniques are being used in teaching English 
in your school in Grades 9, 10, 11, or 12? (Please mark x.)
GRADE LEVELS
TECHNIQUES 
37 Lay readers 
115 Team teaching 
519 Large group instruction
575 Small group instruction
147 Programmed learning 
162 Teaching machines 
57 Ungraded classes 
111 Advanced placement classes 
459 Special classes in remedial reading 
167 English classes for gifted students 
313 English classes for slow students 
90 Demonstration teaching 
89 Interschool visitation
2,841 Total Response 12 None
3. Which of these teaching aids are em]
(Please mark x for D--Daily, W — Weekly, or M — Monthly.)
T D W M TEACHING AIDS
387 8 138 241 Phonograph
247 4 105 138 Library of recordings
368 7 131 230 Filmstrip projector
172 0 23 149 Motion picture projector
99 9 33 57 Opaque projector
296 33 125 138 Overhead projector
235 12 79 144 Tape recorder
45 6 7 32 Television
34 15 10 9 Reading accelerator
22 5 6 11 Teaching machine
1,905 99 657 1,149 Total Response 20 No)
9 10 11 12
19 8 5 5
28 31 32 24
180 174 16 149
152 124 166 133
38 50 33 26
47 41 36 38
18 17 11 11
27 23 26 35
217 124 85 33
26 86 24 31
133 93 64 23
24 33 17 16
39 24 19 7
948 828 534 531
ployed on a regular basis?
4. If your school uses variations in scheduling and use of time, which 
variations are employed? (Please mark x.)
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346 Grouping 186 Participants
180 Large groups  6 Others
166 Small groups  3 No Response
 4 Modular scheduling  2 Subjective Response
10 Occasional lengthened periods _1 Incorrect Response
20 Reading rooms
 3 Writing laboratories 180 Total Participants
21 Instructional materials centers with carrels for independent work
27 Independent study programs
38 Semi-independent study programs
469 Total Response 302 Not Applicable
5. If your department uses variations in the use of staff, which 
variations are employed? (Please mark x.)
Paraprofessional Help
48 Clerical assistants 







 5 No Response
 4 Subjective Response
 2 Incorrect Response
124 Total participants
353 Not Applicable
6. If your department makes use of clerical assistants, they are 
responsible for which tasks?
15 Record grades 
48 Type 
28 File
 5 Maintain class rolls for individual teachers
 2 Manage textbook records
 6 Manage recording libraries 48 Total participants
 4 Manage department centers
 7 Manage laboratory rooms
115 Total Response 440 Not applicable
7. If your department has a lay reader program, what is its primary 
function? (Please mark x.)
18 Used to supplement the efforts of the classroom teacher by 
reading assignments over and above what the students would 
ordinarily be expected to write 
14 Used as a solution to reduce the teacher load problem 





 2 No Response
48 Total Response 35 Total Participants 
449 Not Applicable
8. If your department makes use of television teaching, which of the 
following are applicable? (Please mark x.)
15 Closed circuit or educational television 45 Participants
9. If your department uses variations in grouping, which variations are 
employed?
45 Track program to classify students
 7 Ungraded teaching
11 Ungraded electives offered in addition to specified or basic 
course offerings
80 A single class for first-, second-, third-, and fourth-year pupils
 5 Ungraded classes in art, social studies, or other related subjects
 1 Programs involving participating college or university
instructors 
48 Enrollment in credit courses in college
32 Permission to elect English classes ("English by Choice")
26 Frequent resectioning of students
0 Availability of kinescopes 




 2 No Response
43 Total Participants
12 Every semester 
3 Every half semester 
11 Others (Please specify.) 
 0 Every Twelve weeks £  When needed 
£  Annually2_ Every Nine weeks 
_9 Every Six weeks
5. Students assigned to work with one teacher for three days each 
week and assigned to another teacher for specialized instruction 
on the other two days




19 No Response 
2 Subjective Response 
4 Incorrect Response
260 Total Response 198 Total Participants 
265 Not Applicable
10. (a) Is the teaching of English formally combined with any of the 





 6 No Response
 7 Incorrect Response
24 Total Participants
451 Not Applicable
(b) If "yes," which curriculum(s)? (Please list.) At which grade 







2 2 ] 2
8 14 8
9
 9 American History  0
 8 History  0
 3 Reading  1
 1_ Social Studies  2̂
 8_ Speech  2
35 Total Response _5
11. (a) Are you teaching a class of English primarily from programmed
materials? (Please mark x.)
147 Participants 23 Others
10 No Response
124 Total Participants __5 Subjective Response
 8 Incorrect Response
341 Not Applicable
(b) If "yes," in which areas? At which grade levels? (Pie
X.)
GRADE LEVELS
AREAS 9 10 11 12
78 Literature 30 14 20 14
60 Composition 20 14 16 10
66 Language 30 14 12 10
204 Total Response 80 42 48 34
(c) If "yes," what amount of credit do students receive for complet' 
ing course requirements?
112 One Carnegie unit 
12 One-haIf Carnegie unit
124 Total Response
(d) If you are teaching a class of English primarily from programmed 




 0 Less than one month
 2_ Two to four months
10 Five to eight months
112 Nine months
124 Total Response
(e) By title, publisher, or other identifying characteristics, list 
the programmed materials in English that you incorporate in your 
teaching.
(Refer to Table 51.)
12. (a) Can some of the graduation requirements in English be satisfied 
by the completion of specialized electives in English?
30 Yes
32 Participants  Others
 1_ Incorrect Response
(b) If "yes," how many semesters? (Please mark x.) Which electives? 
(Please list.)
(Refer to Table 53.)
Dear Fellow English Teachers:
Thank you for your cooperation. With our combined efforts, hope­
fully a more comprehensive analysis of English teaching in Louisiana 
will result.
Please remember that your parish will receive a summary of the 






School Enrollment (Grades 9-12) 520 Teachers Surveyed
(Check one) 415 Participants
  less than 500 105 Non-Participants
x 500 to 1,000
  more than 1,000 THE STATUS OF ENGLISH TEACHING
IN
LOUISIANA PUBLIC SECONDARY SCHOOLS








1. Have you engaged in inservice education since 1965, which included 
a study of revisions in English? (Please mark x.)
287 Yes 2_ Others
126 No___________ __2 Subjective Response
(a) If "yes," indicate the technique(s) used to provide inservice 
education. (Please mark x.)
169 Department meetings 94 Classroom intervisitations
127 Conferences with teachers 180 Outside consultants
145 Summer courses  7 Others (Please specify.)
182 Special workshops 1,105 Total Response
134 Attendance at professional 
meetings 
67 Institutes
2. Have you completed a course in any of these English courses at a 
college or university since 1965? (Please mark x.)
191 Yes 3 Others
221 No __3 No Response
(a) If "yes," indicate the course(s) completed. (Please mark x.)
179 Introduction to Linguistics
180 Structural Grammar 
36 Generative Grammar
150 Transformational Grammar 
32 Transformational-Generative Grammar 
119 History of the English Language 
103 Teaching of the structure of literature as 
36 external form 
52 recurrent theme 
15 matrix 
536 Teaching of literature from the 
62 formalistic approach 
81 psychological approach 
68 mythological and archetypal approach
APPENDIX J (continued)
298
 7 exponential approach
65 sociological approach 
62 linguistic approach 
161 appreciative approach 
30 Aristotelian approach
67 Teaching of composition with emphasis on the role of the 
sender, the receiver, and the medium 
116 Teaching of composition with emphasis on process--develop­
ment of tone and voice, and choice of argument 1,518 Total Response
(a) Are you incorporating any concepts learned from these courses 
in your teaching?
85 Yes 27 Others
79 No 27 Incorrect Response
(b) If "yes," are these concepts organized as: A — Individual courses 
of instruction? B — Units of instruction? or C--Introduction to 
materials? (Please mark x.)
CONCEPTS
42 Introduction to Linguistics 
80 Structural Grammar 
19 Generative Grammar 
26 Transformational Grammar 
14 Transformational-Generative Grammar 
63 History of the English Language 
65 Structure of Literature 
32 external form 
27 recurrent theme
 6 matrix
239 Approaches to literature study 
30 formalistic approach 
35 psychological approach
27 mythological and archetypal approach 
 8 exponential approach
32 sociological approach
28 linguistic approach 
74 appreciative approach
5 Aristotelian approach 
548 Total Response
CURRICULUM
(a) Please indicate the number of semesters of each of the follow­
ing courses offered and the grade level at which each is 
offered. (Grades; 9, 10, 11, or 12) (Semesters: 1, 2, 3, 4,
or more than 4) (Please mark x.)
ORGANIZATION





























1 2 3 4 M 1 2 3 4 M
64 101 6 22 18 47 68 4 25 24
36 87 0 19 9 30 67 6 21 13
50 89 4 12 10 37 59 7 13 15
150 277 10 53 37 114 194 17 59 52
11 12
1 2 3 4 M 1 2 3 4 M•M*
COURSES
Literature 36 52 3 28 24 27 55 3 22 25
Composition 27 61 3 21 13 19 43 3 18 13
Language 33 55 9 13 15 31 46 9 10 13
Total Response 96 168 15 62 52 77 144 15 50 51
Grade Level (9) 527 (10) 436 (11) 393 (.12) 337
Semester (1) 437 ( 2) 783 ( 3) 57 (4) 224
( 5)._ 192
(b) Please state the approximate percentage of time most often
allocated to the teaching of each of the following areas in
English at each grade level. (Grades: 9, 10,. 11, or 12) (Per -
centages: 25, 50, or 100) (Please mark x.)
GRADE LEVELS AND PERCENTAGES
9 10 11 12
25 50 100 25 50 100 25 50 100 25 50 100
AREAS
759 Literature 55 170 3 36 172 6 24 151 3 21 114 4
531 Composition 124 64 7 74 56 3 75 37 1 68 21 1
688 Language 130 73 10 108 74 6 90 65 7 70 49 6
1.978 Total Response 309 307 20 218 302 15 189 253 11 159 184 11
Grade Level ( 9) 636 (10) 535 (11).. 453 _ (.I.?.). 354
Percentage (25) 875 (50) 1.046 (100) 57
5. (a) Does your school provide a printed curriculum guide, course of
study, or study guide to aid with the selection of subject
matter to be included in a course? (Please mark x.)
268 Yes 23 Others
124 No 21 No Response
 Subjective Response




Yes No 37 Others
literature? 197 33 37 No Response
composition? 193 37
language? 187 43
(c) Does your department make use of comprehensive final examina­
tions to measure students' progress toward the objectives of 
the program?
119 Yes 56 Others
240 No 46 No Response
10 Subjective Response
6. Which do you consider to be the most important reason why more 
extensive changes have not been made in the teaching of English 
in your department in an effort to modernize the English program? 
(Please employ 3_ to designate your most important reason; 2_ to 
designate the second most important reason; and 1_ to designate a 
reason which you feel has no effect on the decision to change your 
English program.)
Financial^--not enough money available to buy the needed 
equipment and/or materials
Teachers are not familiar enough with the content to teach 
it well
Local colleges oppose the teaching of the "new" English 
Spending time on the "new" English causes students to score 





























not planning to attend college
No one in the school is really interested in changing from 
the courses now taught
My school is waiting for a more complete agreement as to 
which are the best programs before deciding to adopt a "new" 
English program
18 Others (Please specify.)
Total Response 855
(a) Do you anticipate any change(s) in the English program in your 
school within the next three years?
226 Yes 13 Others
137 No 40 No Response
10 Subjective Response 
 2 Incorrect Response
(b) If "yes," please specify these anticipated changes.
Literature: (Refer to Table 19.)
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Composition: (Refer to Table 20.)
Language: (Refer to Table 21.)
***
LITERATURE
1. (a) Which one of the following best describes the teaching of litera­
ture in your classes? (Please mark x in one description in each 
set.)
KNOWLEDGE
305 Taught for its sociological and historical values to 
gain insight into life and its problems, or 
66 Taught to gain insight into the characteristics of the 
structure of literature as external form, recurrent 
theme, and matrix
*
199 Use of an anthology, or 
93 Intensive study of several complete pieces of literature
*
93 Literature studied as a course in itself, or
252 Literature and composition studied as functions of 
language
*
212 Literature studied as an appreciation of an author's 
contribution to the literary world, or
104 Literature studied as a means of teaching reading skills 
331 Participants 59 Others
25 No Response 
56 Incorrect Response 
1,324 Total Response  3 Subjective Response
(b) Which one of the following best describes the teaching of
literature in your classes? (Please mark x in one description 
in each set.)
METHODOLOGY
121 Reading assignments scheduled outside regular class time, 
or
212 Allowance for independent reading time in the regular 
class day
*
192 Literature study used mainly as a source of topics for 
composition, or
131 The use of literature as a model for students' writing
*
292 Thematic, anthological, chronological, selected authors,
textual, historical, moral, and genre approaches to the study of literature, or
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60 Formalistic, psychological, mythological and archetypal, 
exponential, sociological, linguistic, appreciative, and 
Aristotelian approaches to the study of literature 
336 Participants 79 Others
29 No Response 
47 Incorrect Response 
1,008 Total Response __4 Subjective Response
***
COMPOSITION
1. (a) Which one of the following best describes the teaching of compo­
sition in your classes? (Please mark x in one description in 
each set.)
KNOWLEDGE
191 Emphasis on mastering separate composition skills by 
itemizing skills arranged in a learning sequence based on 
complexity as determined by the number and order of lexical 
or syntactic units involved (spell, capitalize, organize 
words into simple, compound, and complex-compound sen­
tences, produce paragraphs to produce longer compositions), 
or
166 Emphasis on communication: the choice of words and
selection of mode of expression considered from the stand­
point of purpose, audience, and effect (the role of the 
sender, the receiver, and the medium: how the sender's 
experiences affect the form and content of the message he 
sends and how the receiver's experiences affect the way 
he decodes and interprets the message)
*
153 Emphasis on grammar, or
140 Emphasis on semantics and usage
*
204 Emphasis on developing topic sentences, or
102 Identification of assumptions and testing their validity 
(the process of induction and deduction and the difference 
between statements of fact and statements of opinion)
*
192 Defining a sentence as a group of words which express a 
complete thought, or
128 Defining a sentence as a group of words which represent 
progressive generation of an idea toward completion--to 
be modified by limitation or expression in subsequent 
sentences
319 Participants 96 Others
26 No Response
 3 Subjective Response
1,276 Total Response 67 Incorrect Response
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(b) Which one of the following best describes the teaching of com­
position is your classes? (Please mark x in one description in 
each set.)
METHODOLOGY
194 Prewriting emphasis in the form of Outlining of topic, or
176 Prewriting emphasis in the form of emphasis on process
(development of strategy for presenting ideas, definition 
of audience, selection of tone and voice, and choice of 
argument)
*
176 Emphasis on the final product, or
158 Emphasis on the command of process
*
352 Practice in writing on diverse topics, or 
35 Practice in writing about the same topic but assuming 
different speaking voices
*
387 Exercises written during regular class time or as home 
ass ignment s , or 
18 Provision for writing workshops and laboratories
*
211 Referring students to their text or language handbook 
for assistance in correcting errors, or 
53 Directing students to appropriate programmed programs 
for developmental and remedial exercises




 3 Subjective Response
31 Incorrect Response
LANGUAGE
1. (a) Which one of the following best describes the teaching of
language in your classes? (Please mark x in one description 
in each set.)
KNOWLEDGE
136 The study of a Latin-based grammar, or





119 The study of language as a specific system of rules, or
220 The study of language as a system of communication 
which has as one characteristic a pattern of regular 
syntactic relationships which the native speaker auto­
matically follows
*
85 The study of language as a predetermined system of rules 
by which the speaker must abide, or
288 The study of language as personal, inductive, and
descriptive--a tool which man varies to suit his needs 
at a particular time in a particular context
*
254 The study of language as a system of grammar and 
mechanics, or
66 The study of the history of language, rhetoric, and 
linguistics
*
70 The study of grammar to determine correctness, or
271 The study of grammar to determine usage and appropriate­
ness
339 Participants 76 Others
33 No Response
 3 Subjective Response
1,695 Total Response 40 Incorrect Response
(b) Which one of the following best describes the teaching of
language in your classes? (Please mark x in one description
in each set.)
METHODOLOGY
144 Exercises employing standardized "author-published" 
sentences, or
192 Exercises employing sentences from the student's own 
language
*
154 Exercises stressing the identification of grammatical 
elements, or
230 Exercises stressing the creation of new sentences after 
identifying grammatical elements
*
163 Diagraming sentences to determine sentence structure, or
77 Diagraming sentences to build to the existing sentence
320 Participants 95 Others
39 No Response 
 3 Subjective Response





1. Which of these basic innovative patterns are used by your department? 
(Please mark x.)
253 Variations in the use of staff 
269 Variations in scheduling and use of time 
192 Variations in grouping students 
63 Development of programs in the humanities 
777 Total Responses 72 None
2. Which of the following techniques are being used in teaching English 
in your school in Grades 9, 10, 11, or 12? (Please mark x.)
_______ GRADE LEVELS________
TECHNIQUES 9 10 1_1 12
57 Lay readers 16 17 13 11
233 Team teaching 55 50 81 47
862 Large group instruction 256 235 202 169
705 Small group instruction 220 187 162 136
202 Programmed learning 73 65 27 37
251 Teaching machines 92 69 54 36
95 Ungraded classes 18 18 27 32
566 Advanced placement classes 146 151 135 134
1.004 Special classes in remedial reading 366 302 189 147
652 English classes for gifted students 183 183 148 138
1.047 English classes for slow students 329 319 229 170
174 Demonstration teaching 39 50 42 43
140 Interschool visitation 37 34 38 31
5.988 Total Response 20 None -lj830 1.680 1.347 1*131
Which of these teaching aids are employed on a regular basis?
(Please mark x for D- -Daily, W — Weekly, or M--Monthly.)
T D W M TEACHING AIDS
597 42 261 294 Phonograph
492 37 186 269 Library of recordings
569 21 236 312 Filmstrip projector
390 5 87 298 Motion picture projector
158 8 37 113 Opaque projector
487 84 119 204 Overhead projector
509 40 161 308 Tape recorder
88 6 37 45 Television
54 5 25 24 Reading accelerator
51 16 13 22 Teaching machine
3.395 1.889 1.242 264 Total Response 9 None
If your school uses variations in scheduling and use of time, which 
variations are employed? (Please mark x.)
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476 Grouping 269 Participants
256 Large groups 13 Others
220 Small groups __5̂ No Response
 7 Modular scheduling_______________ __1 Subjective Response
16 Occasional lengthened periods  7 Incorrect Response
46 Reading rooms
10 Writing laboratories 256 Total participants
36 Instructional materials centers with carrels for independent work 
30 Independent study programs 
51 Semi-independent study programs
672 Total Response 119 Not Applicable
5. If your department uses variations in the use of staff, which
variations are employed? (Please mark x.)
253 Participants 
 6 Others
Paraprofessional Help________________ __3 No Response
 1 Subjective Response
67 Clerical assistants  2 Incorrect Response
57 Lay readers
88 Television teaching 247 Total Participants
 2 Telecture
233 Team teaching
447 Total Response 162 Not Applicable
6. If your department makes use of clerical assistants, they are
responsible for which tasks?
17 Record grades 
62 Type
27 File
 4 Maintain class rolls for individual teachers
 7 Manage textbook records
 6 Manage recording libraries 67 Total Participants
 5 Manage department centers
 4 Manage laboratory rooms
132 Total Response 348 Not Applicable
7. If your department has a lay reader program, what is its primary 
function? (Please mark x.)
32 Used to supplement the efforts of the classroom teacher by 
reading assignments over and above what the students would 
ordinarily be expected to write 
16 Used as a solution to reduce the teacher load problem 




1. Which of these basic innovative patterns are used by your department? 
(Please mark x.)
253 Variations in the use of staff 
269 Variations in scheduling and use of time 
192 Variations in grouping students 
63 Development of programs in the humanities 
777 Total Responses 72 None
2. Which of the following techniques are being used in teaching English 
in your school in Grades 9, 10, 11, or 12? (Please mark x.)
_______ GRADE LEVELS________
TECHNIQUES 9 10 11 12
57 Lay readers 16 17 13 11
233 Team teaching 55 50 81 47
862 Large group instruction 256 235 202 169
705 Small group instruction 220 187 162 136
202 Programmed learning 73 65 27 37
251 Teaching machines 92 69 54 36
95 Ungraded classes 18 18 27 32
566 Advanced placement classes 146 151 135 134
1.004 Special classes in remedial reading 366 302 189 147
652 English classes for gifted students 183 183 148 138
1,047 English classes for slow students 329 319 229 170
174 Demonstration teaching 39 50 42 43
140 Interschool visitation 37 34 38 31
5,988 Total Response 20 None 1.830 1.680 1.347 1*131
3. Which of these teaching aids are employed on a regular basis?
(Please mark x for D- -Daily, W — Weekly, or M — Monthly.)
T D W M TEACHING AIDS
597 42 261 294 Phonograph
492 37 186 269 Library of recordings
569 21 236 312 Filmstrip projector
390 5 87 298 Motion picture projector
158 8 37 113 Opaque projector
487 84 119 204 Overhead projector
509 40 161 308 Tape recorder
88 6 37 45 Television
54 5 25 24 Reading accelerator
51 16 13 22 Teaching machine
3,395 1,889 1,242 264 Total Response __9 None
4. If your school uses variations in scheduling and use of time, which 





 4 No Response
66 Total Response 53 Total Participants
354 Not Applicable
8. If your department makes use of television teaching, which of the 
following are applicable? (Please mark x.)
33 Closed circuit or educational television 
0 Availability of kinescopes 
75 Broadcasts of special programs
108 Total Response
327 Not Applicable
9. If your department uses variations in grouping, which variations are 
employed?
38 Track program to classify students
10 Ungraded teaching
21 Ungraded electives offered in addition to specified or basic 
course offerings 
49 A single class for first-, second-, third-, and fourth-year 
pupils
11 Ungraded classes in art, social studies, or other related 
subjects
 5 Programs involving participating college or university
instructors 
21 Enrollment in credit courses in college
19 Permission to elect English classes ("English by Choice")
74 Frequent resectioning of students 
43 Every semester 
18 Every half semester 
13 Others (Please specify.)
 0 Every Twelve weeks____________ __5 When needed
 1 Every Nine weeks_________________4 Annually
 3 Every Six weeks
 0 Students assigned to work with one teacher for three days each
week and assigned to another teacher for specialized instruction 
on the other two days
 1 Variation of the preceding student assignment (Please specify.)
 1 Tutoring 192 Participants
16 Others
 8 No Response
 5 Subjective Response
 3 Incorrect Response








10. (a) Is the teaching of English formally combined with any of the 
curriculum (e.g. History)? (Please mark x.)
63 Participants 
13 Others
 8 No Response
 3 Subjective Response
 2 Incorrect Response
50 Total Participants
352 Not Applicable
(b) If "yes," which curriculum(s)? (Please list.) At which grade 













4 Ancient History 1 1 1 1
6 Art 1 2 2 1
1 Black History 0 0 1 0
10 Business 2 2 3 3
1 Civics 1 0 0 0
22 History 2 7 9 4
9 Humanities 1 1 6 1
2 Music 0 1 1 0
1 Reading 1 0 0 0
2 Science 0 1 1 0
10 Social Studies 4 2 2 2
9 Speech 3 2 2 2
86 Total Response 17 20 33 16
11. (a) Are you teaching a class of English primarily from programmed 
materials? (Please mark x.)
202 Participants 29 Others
12 No Response
 7 Subjective Response
173 Total Participants 10 Incorrect Response
213 Not Applicable
(b) If "yes," in which areas? At which grade levels? (Please 
mark x.)
GRADE LEVELS
AREAS 9 10 11 12
142 Literature 30 50 34 28
90 Composition 24 30 22 14
108 Language 24 40 20 24
304 Total Response 78 120  76 66
309
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(c) If "yes," what amount of credit do students receive for com­
pleting course requirements?
121 One Carnegie unit 
52 One-half Carnegie unit 
173 Total Response
(d) If you are teaching a class of English primarily from 
programmed materials, what is the approximate length of time 
spent employing such materials?
 0 Less than one month
20 Two to four months 
32 Five to eight months 
121 Nine months 
173 Total Response
(e) By title, publisher, or other identifying characteristics, 
list the programmed materials in English that you incorporate 
in your teaching.
(Refer to Table 51.)
12. (a) Can some of the graduation requirements in English be satisfied 
by the completion of specialized electives in English?
16 Yes 19 Participants _ 3 Others
 3 Incorrect Response
(b) If "yes," how many semesters? (Please mark x.) Which 
electives? (Please list.)
(Refer to Table 54.)
Dear Fellow English Teachers:
Thank you for your cooperation. With our combined efforts, hope­
fully a more comprehensive analysis of English teaching in Louisiana 
will result.
Please remember that your parish will receive a summary of the 






School Enrollment (Grades 9-12) 846 Teachers Surveyed
(Check one.) 649 Participants
  less than 500 197 Non-Participants
  500 to 1,000
x more than 1,000 THE STATUS OF ENGLISH TEACHING
IN
LOUISIANA PUBLIC SECONDARY SCHOOLS
GRADE LEVELS PRESENTLY TEACHING NO. OF COURSES TEACHING AT EACH LEVEL
TITLE OF COURSE
  9   9__________________________________
  10   10  _____________




1. Have you engaged in inservice education since 1965, which included 
a study of revisions in English? (Please mark x.)
466 Yes 18 Others
165 No 18 Subjective Response
(a) If "yes," indicate the technique(s) used to provide inservice 
education. (Please mark x.)
337 Department meetings 
117 Conferences with teachers 
123 Summer courses 
296 Special workshops 
288 Attendance at professional 
meetings 
86 Institutes
106 Classroom intervisitations 
133 Outside consultants 
28 Others (Please specify.)
1,514 Total Response
2. Have you completed a course in any of these English courses at a 
college or university since 1965? (Please mark x.)
366 Yes __8 Others
275 No  8 No Response
(a) If "yes," indicate the course(s) completed. (Please mark x.)
130 Introduction to Linguistics 
160 Structural Grammar 
43 Generative Grammar 
133 Transformational Grammar 
41 Transformational-Generative Grammar 
153 History of the English Language 
164 Teaching of the structure of literature as 
63 external form 
73 recurrent theme 
28 matrix 
555 Teaching of literature from the 




72 mythological and archetypal approach 
13 exponential approach 
80 sociological approach 
45 linguistic approach 
130 appreciative approach 
35 Aristotelian approach 
68 Teaching of composition with emphasis on the role of the 
sender, the receiver, and the medium 
106 Teaching of composition with emphasis on process-- 
development of tone and voice, and choice of argument 
1,553 Total Response
(a) Are you incorporating any concepts learned from these courses in 
your teaching?
163 Yes 34 Others
168 No 34 Incorrect Response
(b) If "yes," are these concepts organized as: A--Individual 
courses of instruction? B — Units of instruction? or C-- 
Introduction to materials? (Please mark x.)
ORGANIZATION
CONCEPTS A? B? or C?
65 Introduction to Linguistics 12 23 30
126 Structural Grammar 20 96 10
16 Generative Grammar  2  8  6
42 Transformational Grammar  4 25 13
11 Transformational-Generative Grammar  0  8  3
84 History of the English Language 10 36 38
139 Structure of Literature 17 86 36
61 external form 11 38 12
64 recurrent theme  6 41 17
14 matrix 0 7 7
439 Approaches to literature study 
72 formalistic approach 
71 psychological approach 
46 mythological and archetypal approach 
19 exponential approach 
67 sociological approach 
37 linguistic approach 
113 appreciative approach 













(a) Please indicate the number of semesters of each of the follow­
ing courses offered and the grade level at which each is 
offered. (Grades: 9, 10, 11, or 12) (Semesters: 1, 2, 3, 4,
or more than 4) (Please mark x.)
APPENDIX K (continued)
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GRADE LEVELS AND SEMESTERS
9 10
1 2 3 4 M 1 2 3 4 M
COURSES
Literature 51 93 7 26 34 51 103 11 22 34
Composition 24 84 13 70 24 39 100 11 29 26
Language 26 79 4 18 21 41 83 3 18 22
Total Response 101 256 24 114 79 121 286 25 69 82
11 12
1 2 3 4 M 1 2 3 4 M
COURSES
Literature 35 76 11 25 41 30 86 9 21 38
Composition 31 81 13 30 29 26 89 12 30 28
Language 34 71 5 20 25 30 64 7 20 25
Total Response 110 228 29 75 95 86 239 28 71 91
Grade Level (9) 574 (10) 593 (11) . 527 (12) 515
Semester All..... - 418 ( 2) 1,009 (. 3) 106 ( *) 329JLil 347
(b) Please state the approximate percentage o£ time most often 
allocated to the teaching of each of the following areas in 
English at each grade level. (Grades: 9, 10, 11, or 12) (Per­
centages: 25, 50, or 100). (Please mark x.)
GRADE LEVELS AND PERCENTAGES
10 11 12


































611 (10) 721 (11) 668 (12) 558Grade Level (9)
Percentage (25) 1.182 (50) 1,262 (100) 114
(a) Does your school provide a printed curriculum guide, course of 
study, or study guide to aid with the selection of subject 




26 No Response 
 2_ Subjective Response




Yes No 27 Others
literature? 420 51 26 No Response
composition? 389 82  1 Subjective Response
language? 389 82
(c) Does your department make use of comprehensive final examina­
tions to measure students1 progress toward the objectives of 
the program?
204 Yes 57 Others
388 No 44 No Response
13 Subjective Response
6. Which do you consider to be the most important reason why more exten­
sive changes have not been made in the teaching of English in your 
department in an effort to modernize the English program? (Please 
employ 3_ to designate your most important reason; 2 to designate the 
second most important reason; and 1̂ to designate a reason which you 
feel has no effect on the decision to change your English program.)
Financial--not enough money available to buy the needed 
equipment and/or materials
Teachers are not familiar enough with the content to teach 
it well
Local colleges oppose the teaching of the "new" English
Spending time on the "new" English causes students to score
lower on tests used to determine mastery of English 
Parents oppose change
The "new" English is not well suited to students who are 
not planning to attend college
No one in the school is really interested in changing 
from the courses now taught
My school is waiting for a more complete agreement as to 
which are the best programs before deciding to adopt a 
"new" English program
 1___9 __ 2_ 12 Others (Please specify.)
456 435 450 Total Response 1,341
7. (a) Do you anticipate any change(s) in the English program in your
school within the next three years?
376 Yes 91 Others
182 No 40 No Response
19 Subjective Response 
32 Incorrect Response






















Literature: (Refer to Table 19.)
314
APPENDIX K (continued)
Composition: (Refer to Table 20.)
Language: (Refer to Table 21.)
LITERATURE
1. (a) Which one of the following best describes the teaching of litera­
ture in your classes? (Please mark x in one description in each 
set.)
KNOWLEDGE
466 Taught for its sociological and historical values to gain 
insight into life and its problems, or 
133 Taught to gain insight into the characteristics of the 
structure of literature as external form, recurrent 
theme, and matrix
*
333 Use of an anthology, or
155 Intensive study of several complete pieces of literature
*
178 Literature studied as a course in itself, or
401 Literature and composition studied as functions of language
*
398 Literature studied as an appreciation of an author's 
contribution to the literary world, or 
155 Literature studied as a means of teaching reading skills
555 Participants 94_ Others
26 No Response 
68 Incorrect Response
2,220 Total Response
(b) Which one of the following best describes the teaching of litera­
ture in your classes? (Please mark x in one description in each 
set.)
METHODOLOGY
236 Reading assignments scheduled outside regular class time.or 
303 Allowance for independent reading time in the regular 
class day
*
404 Literature study used mainly as a source of topics for 
composition, or 
151 The use of literature as a model for students' writing
*
505 Thematic, anthological, chronological, selected authors, 
textual, historical, moral, and genre approaches to the 
study of literature, or
315
APPENDIX K (continued)
84 Formalistic, psychological, mythological and archetypal, 
exponential, sociological, linguistic, appreciative, and 
Aristotelian approaches to the study of literature 
561 Participants 88 Others





1. (a) Which one of the following best describes the teaching of compo­
sition in your classes? (Please mark x in one description in 
each set.)
KNOWLEDGE
303 Emphasis on mastering separate composition skills by
itemizing skills arranged in a learning sequence based on 
complexity as determined by the number and order of 
lexical or syntactic units involved (spell, capitalize, 
organize words into simple, compound, and complex- 
compound sentences, produce paragraphs to produce longer 
compositions), or
326 Emphasis on communications: the choice of words and
selection of mode of expression considered from the 
standpoint of purpose, audience, and effect (the role of 
the sender, the receiver, and the medium: how the
sender's experiences affect the form and content of the 
message he sends and how the receiver's experiences 
affect the way he decodes and interprets the message)
*
219 Emphasis on grammar, or
305 Emphasis on semantics and usage
*
348 Emphasis on developing topic sentences, or
152 Identification of assumptions and testing their validity 
(the process of induction and deduction and the difference 
between statements of fact and statements of opinion)
*
306 Defining a sentence as a group of words which express a 
complete thought, or
217 Defining a sentence as a group of words which represent 
progressive generation of an idea toward completion--to 
be modified by limitation or expression in subsequent 
sentences
544 Participants 105 Others
22 No Response 




(b) Which one of the following best describes the teaching of compo­




144 Prewriting emphasis in the form of Ioutlining of topic, or
318 Prewriting emphasis in the form of emphasis on process
(development of strategy for presenting ideas, definition 
of audience, selection of tone and voice, and choice of 
argument)
*
289 Emphasis on the final product, or
318 Emphasis on the command of process
*
433 Practice in writing on diverse topics, or 
58 Practice in writing about the same topic but assuming 
different speaking voices
*
694 Exercises written during regular class time or as home 
assignments, or 
29 Provision for writing workshops and laboratories
*
520 Referring students to their text or language handbook 
for assistance in correcting errors, or 
87 Directing students to appropriate programmed programs for 





1. (a) Which one of the following best describes the teaching of
language in your classes? (Please mark x in one description in 
each set.)
KNOWLEDGE
221 The study of a Latin-based grammar, or
276 The study of structural, transformational, and transforma­
tional-generative grammars
*
193 The study of language as a specific system of rules, or
359 The study of language as a system of communication which
has as one characteristic a pattern of regular syntactic 




30 No Response 
11 Subjective Response 
30 Incorrect Response
APPENDIX K (continued)
138 The study of language as a predetermined system of rules 
by which the speaker must abide, or
442 The study of language as personal, inductive, and
descriptive--a tool which man varies to suit his needs 
at a particular time in a particular context
*
386 The study of language as a system of grammar and mechanics 
or
138 The study of the history of language, rhetoric and 
linguistics
*
110 The study of grammar to determine correctness, or
497 The study of grammar to determine usage and appropriate­
ness
552 Participants 97 Others
33 No Response
2,760 Total Response 15 Subjective Response
49 Incorrect Response
(b) Which one of the following best describes the teaching of lan­
guage in your classes? (Please mark x in one description in
each set.)
METHODOLOGY
232 Exercises employing standardized "author-published" 
sentences, or
368 Exercises employing sentences from the student's own 
language
*
234 Exercises stressing the 
elements, or
469 Exercises stressing the 
identifying grammatical
*
235 Diagraming sentences to




Which of these basic innovative patterns are used by your department 
(Please mark x.)
identification of grammatical
creation of new sentences after 
elements
determine sentence structure, or 
build to the existing sentence
91 Others
46 No Response 




439 Variations in the use of staff 
298 Variations in scheduling and use of time 
549 Variations in grouping students 
314 Development of programs in the humanities 
1,600 Total Responses
35 None
2. Which of the following techniques are being used in teaching
English in your school in Grades 9, 10, 11, or 12? (Please mark x.)
GRADE LEVELS
TECHNIQUES 9 10 _11 12
96 Lay readers 27 32 11 26
419 Team teaching 106 130 77 106
912 Large group instruction 271 292 109 240
837 Small group instruction 244 259 98 236
350 Programmed learning 110 128 33 79
254 Teaching machines 82 97 22 53
427 Ungraded classes 108 132 55 132
1,125 Advanced placement classes 298 357 129 341
1,512 Special classes in remedial reading 515 519 133 345
1,376 English classes for gifted students 379 422 153 422
1,581 English classes for slow students 406 529 197 449
287 Demonstration teaching 79 97 32 79
389 Interschool Visitation 84 129 44 132
9,565 Total Response 2,709 3,123 1,093 2 ,640
10 None
3. Which of these teaching aids are employed on a regular basis? 
(Please mark x for D--Daily, W--Weekly, or M--Monthly.)
T D W M TEACHING AIDS
900 85 429 386 Phonograph
549 78 257 214 Library of recordings
768 71 290 407 Filmstrip projector
488 42 103 343 Motion picture projector
271 35 86 150 Opaque projector
713 183 294 236 Overhead projector
580 113 189 278 Tape recorder
141 21 34 86 Television
86 49 15 22 Reading accelerator
67 28 19 20 Teachine machine
4,563 2,142 1,716 705 Total Response 12
4. If your school uses variations in scheduling and use of time, which 
variations are employed? (Please mark x.)
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APPENDIX K (continued)
551 Grouping 298 Participants
292 Large groups  6 Others
259 Small groups  3 No Response
32 Modular scheduling  1 Subjective Response
35 Occasional lengthened periods __2_ Incorrect Response
85 Reading rooms
23 Writing laboratoires 292 Total Participants
86 Instructional materials centers with carrels for independent work 
88 Independent study programs
88 Semi-independent study programs
988 Total Response 351 Not Applicable
5. If your department uses variations in the use of staff, which 
variations are employed? (Please mark x.)
439 Participants
 5 Others
 3 No Response
Paraprofessional Help  1 Subjective Response
 1 Incorrect Response
67 Clerical assistants 
96 Lay readers 
141 Television teaching 434 Total Participants
 5 Telecture
419 Team teaching
728 Total Response 210 Not Applicable
6. If your department makes use of clerical assistants, they are 
responsible for which tasks?
30 Record grades 
62 Type 
50 File
21 Maintain class rolls for individual teachers 
14 Manage textbook records 
17 Manage recording libraries
 9 Manage department centers 67 Total Participants
13 Manage laboratory rooms
216 Total Response 582 Not Applicable
7. If your department has a lay reader program, what is its primary 
function? (Please mark x.)
41 Used to supplement the efforts of the classroom teacher by 
reading assignments over and above what the students would 
ordinarily be expected to write 
38 Used as a solution to reduce the teacher load problem
320
APPENDIX K (continued)
42 Used to supervise students in English classrooms
121 Total Response 96 Participants
 9 Others
 9 No Response
87 Total Participants 
544 Not Applicable
8. If your department makes use of television teaching, which of the 
following are applicable? (Please mark x.)
124 Closed circuit or educational television 
14 Availability of kinescopes 141 Participants
133 Broadcasts of special programs __8 Others
 8 No Response
271 Total Response 508 Not Applicable
133 Total Participants
9. If your department uses variations in grouping, which variations are 
employed?
82 Track program to classify students 
70 Ungraded teaching
53 Ungraded electives offered in addition to specified or basic 
course offerings 
46 A single class for first-, second-, third-, and fourth-year 
pupils
38 Ungraded classes in art, social studies, or other related 
subjects
29 Programs involving participating college or university instructors 
64 Enrollment in credit courses in college 
229 Permission to elect English classes ("English by Choice")
203 Frequent resectioning of students 
125 Every semester 
29 Every half semester
Others (Please specify.)
13 Every Twelve weeks 12 When needed
14 Every Nine weeks  6 Annually
 4 Every Six weeks
 4 Students assigned to work with one teacher for three days each
week and assigned to another teacher for specialized instruction 
on the other two days
 4 Variation of the preceding student assignment(Please specify.)
 4 Tutoring 549 Participants
66 Others
53 No Response
 4 Subjective Response
 9 Incorrect Response




10. (a) Is the teaching of English formally combined with any of the 
curriculum (e.g. History)? (Please mark x.)
314 Participants
13 Others
 6 No Response
 7 Incorrect Response
301 Total Participants 
335 Not Applicable
(b) If "yes," which curriculum(s)? 
levels? (Please mark x.)




CURRICULUMS 9 10 n 12
98 American History 0 12 78 8
20 Art 0 6 8 6
2 Business 0 2 0 0
104 History 8 16 50 30
36 Humanities 2 2 22 10
12 Journalism 2 2 4 4
14 Music 0 4 6 4
6 Research 0 2 2 2
2 Science 0 2 0 0
26 Social Studies 0 2 16 8
22 Speech 6 4 6 6
2 U.S. History 0 2 0 0
16 World History 0 8 8 0
360 Total Response 18 64 200 78
11. (a) Are you teaching a class of English primarily from programmed 
materials? (Please mark x.)
350 Total Participants 299 Not Applicable
(b) If "yes," in which areas? At which grade levels?(Please mark
GRADE LEVELS
AREAS 9 10 11 12
206 Literature 50 70 56 30
134 Composition 32 48 36 18
140 Language 38 44 38 20
480 Total Response 120 162 130 68
(c) If "yes," what amount of credit do students receive for com-
pleting course requirements?
235 One Carnegie unit 
101 One-haIf Carnegie unit 




(d) If you are teaching a class of English primarily from 
programmed materials, what is the approximate length of 
time spent employing such materials?
14 Less than one month 
101 Two to four months 
140 Five to eight months 
95 Nine months
350 Total Response
(e) By title, publisher, or other identifying characteristics, 
list the programmed materials in English that you 
incorporate in your teaching.
(Refer to Table 51.)
12. (a) Can some of the graduation requirements in English be 
satisfied by the completion of specialized electives 
in English?
2:DP Yes 229 Participants 29 Others
18 No Response 
11 Incorrect Response
(b) If "yes," how many semesters? (Please mark x.) Which 
electives? (Please list.)
(Refer to Table 55.)
Dear Fellow English Teachers:
Thank you for your cooperation. With our combined efforts, hope­
fully a more comprehensive analysis of English teaching in Louisiana 
will result.
Please remember that your parish will receive a summary of the 






School Enrollment (Grades 9-12) 2,135 Teachers Surveyed
(Check one.) 1,552 Participants
  less than 500 583 Non-participants
  500 to 1,000
  more than 1,000 THE STATUS OF ENGLISH TEACHING
x (Summary) IN
LOUISIANA PUBLIC SECONDARY SCHOOLS
GRADE LEVELS PRESENTLY TEACHING NO. OF COURSES TEACHING AT EACH LEVEL
TITLE OF COURSE






1. Have you engaged in inservice education since 1965, which included a
study of revisions in English? (Please mark x.)
965 Yes 44 Others
543 No 44 Subjective Response
(a) If "yes," indicate the technique(s) used to provide inservice 
education, (Please mark x.)
624 Department meetings 265 Classroom intervisitations
366 Conferences with teachers 401 Outside consultants
367 Summer courses 39 Others (Please specify.)
629 Special workshops
532 Attendance at professional
meetings 3,400 Total Response
177 Institutes
2. Have you completed a course in any of these English courses at a
college or university since 1965? (Please mark x.)
820 Yes 16 Others
716 No 16 No Response
(a) If "yes," indicate the course(s) completed. (Please mark x.)
460 Introduction to Linguistics 
448 Structural Grammar
114 Generative Grammar
387 Transformational Grammar 
108 Transformational-Generative Grammar 
382 History of the English Language 
419 Teaching of the structure of literature as 
150 external form 
208 recurrent time 
61 matrix
1,639 Teaching of literature from the 




208 mythological and archetypal approach 
35 exponential approach 
214 sociological approach 
156 linguistic approach 
462 appreciative approach 
95 Aristotelian approach 
216 Teaching of composition with emphasis on the role of the 
sender, the receiver, and the medium 
341 Teaching of composition with emphasis on process--
development of tone and voice, and choice of argument
4,514 Total Response
(a) Are you incorporating any concepts learned from these courses in 
your teaching?
372 Yes 73 Others
375 No 73 Incorrect Response
(b) If "yes," are these concepts organized as: A-Individual courses 
of instruction? B--Units of instruction? or C--Introduction to 
materials? (Please mark x.)
ORGANIZATION
CONCEPTS AI B? or C?
Introduction to Linguistics 20 62 72
Structural Grammar 46 210 34
Generative Grammar 4 30 13
Transformational Grammar 9 60 31
Transformational-Generative Grammar 5 18 17
History of the English Language 18 88 103
Structure of Literature 26 208 84
147 external form 18 96 33
134 recurrent theme 7 86 41
37 matrix 1 26 10
Approaches to literature study 105 541 283
134 formalistic approach 15 80 39
141 psychological approach 18 72 51
94 mythological and archetypal approach 10 51 33
38 exponential approach 2 26 10
128 sociological approach 14 71 43
102 linguistic approach 7 59 36
269 appreciative approach 36 172 61
23 Aristotelian approach 3 10 10
Total Response 233 1,217 637
CURRICULUM
4. (a) Please indicate the number of semesters of each of the follow­
ing courses offered and the grade level at which each is 
offered. (Grades: 9, 10, 11, or 12) (Semesters; 1, 2, 3, 4,










1 2 3 4 M
249 269 39 83 78
140 249 28 166 48
152 237 12 55 32
541 755 79 304 158
SEMESTERS
10
1 2 3 4 M
229 225 16 159 78
118 225 17 66 40
136 196 14 55 47
483 646 47 280 165
11 12
1 2 3 4 M 1 2 3 4 M
COURSES
Literature 181 182 15 88 91 161 190 12 78 99
Composition 106 193 16 68 43 83 180 15 65 44
Language 123 177 18 58 50 116 157 26 54 43
Total Response 410 552 49 214 184 360 527 53 197 186
Grade Level (9) 1,837 (10) 1 ,621 (11) 1,409 (12) 1,323
Semester (1) It 794 ( 2) 2
o00 ( 3) 288 ( 4) 995
.( 5). 693
(b) Please state the approximate percentage of time most often 
allocated to the teaching of each of the following areas in 
English at each grade level. (Grades: 9, 10, 11, or 12) (Per­
centages: 25, 50, or 100) (Please mark x.)
_________________ GRADE LEVELS AND PERCENTAGES__________
______ 9____________ 10____________ 11____________ 12________
AREAS —  —  —  —  —  —  —  —  —  —  —  100
2,635 Literature 200 529 _17 138 518 _21 116. 523 _2J_ 100 400 52
2,279 Composition 408 215 _20 364 232 JL2 350 177. _15_ 289 179 18
1,694 Language 313 150 _JJ9 312 130 _13_ 282 _JA 248 _83 17
6,608 Total
Response 921 894 _56 814 880 _46 753. 808 _50 632 662 87
Grade Level (9) 1,871 (10) 1.740 (111 1,611 (12) 1.386
Percentage (25) 3,125 (50) 3.244 (100) 239 ____________
5. (a) Does your school provide a printed curriculum guide, course of
study, or study guide to aid with the selection of subject
matter to be included in a course? (Please mark x.)
1,005 Yes 85 Others
66 No Response 
462 No 19 Subjective Response




Yes No 88 Others
literature? 807 110 86 No Response
composition? 770 147  2 Subjective Response
language? 747 170
(c) Does your department make use of comprehensive final examina­
tions to measure students' progress toward the objectives of 
the program?
490 Yes 164 Others
898 No 121 No Response
43 Subjective Response
6. Which do you consider to be the most important reason why more exten­
sive changes have not been made in the teaching of English in your 
department in an effort to modernize the English program? (Please 
employ 3̂ to designate your most important reason; 2 to designate the 
second most important reason; and Jl to designate a reason which you 












Financial--not enough money available to buy the 
needed equipment and/or materials
Teachers are not familiar enough with the content to 
teach it well
Local colleges oppose the teaching of the "new" English 
Spending time on the "new" English causes students to 
score lower on tests used to determine mastery of 
English
Parents oppose change
The "new" English is not well suited to students who 
are not planning to attend college
No one in the school is really interested in changing 
from the courses now taught
My school is waiting for a more complete agreement as 
to which are the best programs before deciding to 
adopt a "new" English program 
38 Others (Please specify.)
Total Response 3,362
(a) Do you anticipate any change(s) in the English program in your 
school within the next three years?
812 Yes 183 Others
559 No 100 No Response




(b) If "yes," please specify these anticipated changes.
Literature: (Refer to Table 19.)
Composition: (Refer to Table 20.)
Language: (Refer to Table 21.)
***
LITERATURE
(a) Which one of the following best describes the teaching of 
literature in your classes? (Please mark x in one description 
in each set.)
KNOWLEDGE
1,191 Taught for its sociological and historical values to 
gain insight into life and its problems, or 
252 Taught to gain insight into the characteristics of the 
structure of literature as external form, recurrent 
theme, and matrix
*
812 Use of an anthology, or
406 Intensive study of several complete pieces of literature
*
376 Literature studied as a course in itslef, or 
969 Literature and composition studied as functions of 
language
*
908 Literature studied as an appreciation of an author's 
contribution to the literary world, or 
382 Literature studied as a means of teaching reading skills 
1,324 Participants
231 Others
59 No Response 
169 Incorrect Response 
5,296 Total Response  3 Subjective Response
(b) Which one of the following best describes the teaching of 
literature in your classes? (Please mark x in one description 
in each set.)
METHODOLOGY
475 Reading assignments scheduled outside regular class 
time, or





894 Literature study used mainly as a source of topics for 
composition, or 
398 The use of literature as a model for students' writing
*
1,212 Thematic, anthological, chronological, selected authors, 
textual, historical, moral, and genre approaches to the 
study of literature, or 
208 Formalistic, psychological, mythological and archetypal, 
exponential, sociological, linguistic, appreciative, and 
Aristotelian approaches to the study of literature
1.329 Participants 223 Others
72 No Response 
148 Incorrect Response 
3.987 Total Response  3 Subjective Response
***
COMPOSITION
1. (a) Which one of the following best describes the teaching of compo­
sition in your classes? (Please mark x in one description in 
each set.)
KNOWLEDGE
762 Emphasis on mastering separate composition skills by 
itemizing skills arranged in a learning sequence based 
on complexity as determined by the number and order of 
lexical or syntactic units involved (spell, capitalize, 
organize words into simple, compound, and complex- 
compound sentences, produce paragraphs to produce 
longer compositions), or 
708 Emphasis on communication: the choice of words and
selection of mode of expression considered from the 
standpoint of purpose, audience, and effect (the role 
of the sender, the receiver, and the medium: how the 
sender's experiences affect the form and content of the 
message he sends and how the receiver's experiences 
affect the way he decodes and interprets the message)
*
605 Emphasis on grammar, or
660 Emphasis on semantics and usage
*
822 Emphasis on developing topic sentences, or 
398 Identification of assumptions and testing their validity 
(the process of induction and deduction and the differ­
ence between statements of fact and statements of opinion)
*




472 Defining a sentence as a group of words which represent 
progressive generation of an idea toward completion-- 
to be modified by limitation or expression in subsequent 
sentences
1,312 Participants 240 Others
60 No Response 
18 Subjective Response 
5,248 Total Response 162 Incorrect Response
(b) Which one of the following best describes the teaching of compo­
sition in your classes? (Please mark x in one description in 
each set.)
METHODOLOGY
607 Prewriting emphasis in the form of outlining of topic, or
674 Prewriting emphasis in the form of emphasis on process
(development of strategy for presenting ideas, definition 
of audience, selection of tone and voice, and choice of 
argument)
*
734 Emphasis on the final product, or 
655 Emphasis on the command of process
*
1,211 Practice in writing on diverse topics, or
115 Practice in writing about the same topic but assuming 
different speaking voices 
*
1,551 Exercises written during regular class time or as home 
assignments, or 
69 Provision for writing workshops and laboratories
*
1,067 Referring students to their text or language handbook for 
assistance in correcting errors, or 
207 Directing students to appropriate programmed programs for 
developmental and remedial exercises
1,378 Participants 174 Others
69 No Response 
18 Subjective Response 
6,890 Total Response 87 Incorrect Response
***
LANGUAGE
1. (a) Which one of the following best describes the teaching of





589 The study of a Latin-based grammar, or
670 The study of structural, transformational, and trans­
formational-generative grammars 
*
522 The study of language as a specific system of rules, or
857 The study of language as a system of communication which
has as one characteristic a pattern of regular syntactic 
relationships which the native speaker automatically 
follows
*
362 The study of language as a predetermined system of rules 
by which the speaker must abide, or 
1,078 The study of language as personal, inductive, and
descriptive--a tool which man varies to suit his needs 
at a particular time in a particular context 
*
1,011 The study of language as a system of grammar and 
mechanics, or
297 The study of the history of language, rhetoric, and 
linguistics
*
296 The study of grammar to determine correctness, or 
1,093 The study of grammar to determine usage and appropriate­
ness
1,355 Participants 197 Others
74 No Response 
6,775 Total Response 19 Subjective Response
104 Incorrect Response
(b) Which one of the following best describes the teaching of
language in your classes? (Please mark x in one description 
in each set.)
METHODOLOGY
635 Exercises employing standardized "author-published" 
sentences, or
751 Exercises employing sentences from the student's own 
language
*
661 Exercises stressing the identification of grammatical 
elements, or
945 Exercises stressing the creation of new sentences after 
identifying grammatical elements 
*
698 Diagraming sentences to determine sentence structure, or
309 Diagraming sentences to build to the existing sentence
1,333 Participants 219 Others
93 No Response 
3,999 Total Response 35 Subjective Response




1. Which of these basic innovative patterns are used by your department? 
(Please mark x.)
827 Variations in the use of staff
753 Variations in scheduling and use of time
964 Variations in grouping students
414 Development of programs in the humanities
2.958 Total Response 167 None
2. Which of the following techniques are being used in teaching English 
in your school in Grades 9, 10, 11, or 12? (Please mark x.)
GRADE LEVELS
TECHNIQUES 9 10 H 12
190 Lay readers 62 57 29 42
767 Team teaching 189 211 190 177
2,293 Large group instruction 707 701 327 558
2 i H 7 Small group instruction 616 570 426 505
699 Programmed learning 221 243 93 142
667 Teaching machines 221 207 112 127
579 Ungraded classes 144 167 93 175
1,802 Advanced placement classes 471 531 290 510
2,975 Special classes in remedial reading 1,098 945 407 525
2,195 English classes for gifted students 588 691 325 591
2,941 English classes for slow students 868 941 490 642
551 Demonstration teaching 142 180 91 138
618 Interschool Visitation 160 187 101 170
18,3^4 Total Response 42 None 5,487 5,631 2.974 4 .302
3. Which of these teaching aids are employed on a regular basis? 
(Please mark x for D--Daily, W--Weekly, or M — Monthly.)
1 D W M TEACHING AIDS
1,884 135 828 921 Phonograph
1.288 119 548 621 Library of recordings
1,705 99 657 949 Filmstrip projector
1,050 47 213 790 Motion picture projector
528 52 156 320 Opaque projector
1,496 300 618 578 Overhead projector
1,324 165 429 730 Tape recorder
274 33 78 163 Television
174 69 50 55 Reading accelerator
140 49 38 53 Teaching machine
9,863 5,180 3^615 1,068 Total Response 41 None
4. If your school uses variations in scheduling and use of time, which 
variations are employed? (Please mark x.)
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1i373 Grouping 753 Participants
728 Large groups 25 Others
645 Small groups 11 No Response
 43 Modular scheduling  4 Subjective Response
61 Occasional lengthened periods 10 Incorrect Response
151 Reading rooms 
36 Writing laboratories 728 Total Participants
143 Instructional materials centers with carrels for independent work
145 Independent study programs
177 Semi-independent study programs
2.129 Total Response 772 Not Applicable
5. If your department uses variations in the use of staff, which 
variations are employed? (Please mark x.)
827 Participants 
 22 Others
Paraprofessional Help 11 No Response
 6 Subjective Response
182 Clerical assistants  5 Incorrect Response
190 Lay readers
274 Television teaching
7 Telecture 805 Total Participants
767 Team teaching
1.420 Total Response 725 Not Applicable
6. If your department makes use of clerical assistants, they are 
responsible for which tasks?
62 Record grades 
173 Type 
105 File
29 Maintain class rolls for individual teachers 
23 Manage textbook records
29 Manage recording libraries 182 Total Participants
18 Manage department centers
24 Manage laboratory rooms
463 Total Response 1,370 Not Applicable
If your department has a lay reader program, what is its primary 
function? (Please mark x.)
91 Used to supplement the efforts of the classroom teacher by 
reading assignments over and above what the students would 
ordinarily be expected to write 
68 Used as a solution to reduce the teacher load problem
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76 Used to supervise students in English classrooms
235 Total Response 190 Participants
17 Others
17 No Response
175 Total Participants 
1.347 Not Applicable
8. If your department makes use of television teaching, which of the 
following are applicable? (Please mark x.)
172 Closed circuit or educational television 
14 Availability of kinescopes 274 Participants 
248 Broadcasts of special programs 13 Others
13 No Response 
434 Total Response 1.267 Not Applicable
261 Total Participants
9. If your department uses variations in grouping, which variations 
are employed?
165 Track program to classify students 
87 Ungraded teaching
85 Ungraded electives offered in addition to specified or basic 
course offerings 
175 A single class for first-, second-, third-, and fourth-year 
pupils
54 Ungraded classes in art, social studies, or other related 
subjects
35 Programs involving participating college or university 
instructors 
133 Enrollment in credit courses in college
352 Permission to elect English classes ("English by Choice")
303 Frequent resectioning of students 
180 Every semester 
50 Every half semester 
73 Others (Please specify).
13 Every Twelve weeks 17 When needed
17 Every Nine weeks 10 Annually
16 Every Six weeks 
17 Students assigned to work with one teacher for three days each 
week and assigned to another teacher for specialized instruc­
tion on the other two days
 5 Variation of the preceding student assignment (Please
specify.)
 5 Tutoring 964 Participants
107 Others
80 No Response 
11 Subjective Response 
16 Incorrect Response




10. (a) Is the teaching of English formally combined with any of the 
curriculum (e.g. History)? (Please mark x.)
414 Participants 
39 Others
20 No Response 
10 Subjective Response
 9 Incorrect Response
375 Total participants 
1,138 Not Applicable
(b) If "yes," which curriculum(s)? (please list.) At which grade 













4 Ancient History 1 1 1 1
26 Art 1 8 10 7
1 Black History 0 0 1 0
12 Business 2 4 3 3
1 Civics 1 0 0 0
134 History 10 28 61 35
45 Humanities 3 3 28 11
12 Journalism 2 2 4 4
16 Music 0 5 7 4
4 Reading 2 0 1 1
6 Research 0 2 2 2
4 Science 0 3 1 0
43 Social Studies 6 5 21 11
39 Speech 11 8 10 10
2 U.S. History 0 2 0 0
16 World History 0 8 8 0
481 Total Response 40 92 247 102
11. (a) Are you teaching a class of English primarily from programmed 
materials? (Please mark x.)
699 Participants 52 Others
22 No Response
647 Total participants 12 Subjective Response
18 Incorrect Response
853 Not Applicable







a 10 11 12
110 124_. .JL12 112
76 92 74 42
92 98 70 54
278 324 254 208
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(c) If "yes," what amount of credit do students receive for com­
pleting course requirements?
468 One Carnegie unit 
165 One-haIf Carnegie unit 
14 One-fourth Carnegie unit
647 Total Response
(d) If you are teaching a class of English primarily from programmed 
materials, what is the approximate length of time spent 
employing such materials?
14 Less than one month 
123 Two to four months 
182 Five to eight months 
328 Nine months
647 Total Response
(e) By title, publisher, or other identifying characteristics, list 
the programmed materials in English that you incorporate in 
your teaching.
(Refer to Table 51.)
12. (a) Can some of the graduation requirements in English be satisfied
by the completion of specialized electives in English?
352 Participants 34 Others
18 No Response 
318 Total participants 16 Incorrect Response
(b) If "yes," how many semesters? (Please mark x.) Which electives? 
(Please list.)
(Refer to Tables 56 and 57.)
Dear Fellow English Teachers;
Thank you for your cooperation. With our combined efforts, hope­
fully a more comprehensive analysis of English teaching in Louisiana 
will result.
Please remember that your parish will receive a summary of the 





Summary of Participating and Non-participating 
Systems, Schools, and Teachers
Total Total Participating Total Non-participating
Systems Systems Systems
No. (%) No. (70) No. (%)
66 100 60 91 6 09
Schools
Total
Schools Less than 500 Students 500 to 1,000 Students More than 1,000 Students
No. m No. (%) No. (%) No. (%)
454 100 307 68 66 14 81 18
Total
Participating
Schools Less than 500 Students 500 to 1,000 Students More than 1,000 Students
No. (%) No. (%) No. (%) No. (%)
443 98 302 98 62 94 70 98
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Total 
Non-participating 
Schools Less than 500 Students 500 to 1,000 Students More than 1,000 Students
No. (%) No. (%) No. (%) No. <%)
11 02 5 02 4 06 2 02
Teachers
Total
Teachers Less than 500 Students 500 to 1,000 Students More than 1,000 Students
No. (%) No. a) No. (Z) No. (%)
2,135 100 769 36 520 24 846 40
Particfpating
. Teachers . Less than 500 Students 500 to 1,000 Students More than 1,000 Students
No. (%) No. (%) No. (%) No. (Z)
1,552 73 488 63 415 80 649 77
Total 
Non-participating 
Teachers Less than 500 Students 500 to 1,000 Students More than 1,000 Students
No. (%) No. (Z) No. (%) No. (%)
583 27 281 37 105 20 197 30
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Summary of Traditional and Revised Purposes for 





Taught for its sociological and 
historical values to gain insight 
into life and its problems
Literature studied as a course 
in itself
Literature studied as an apprecia­
tion of an author's contribution 
to the literary world
Use of an anthology
METHODOLOGY
TRADITIONAL
Reading assignments scheduled 
outside regular class time
Literature study used mainly as 
a source of topics for composition
Approaches: thematic, anthological, 
chronological, textual, historical, 
selected authors, moral, and genre
REVISED
Taught to gain insight into the 
characteristics of the structure 
of literature as external form, 
recurrent theme, and matrix
Literature and composition studied 
as functions of language to 
determine how language functions 
as a means of communication and a 
mirror of man's past and present
Literature studied as a means of 
teaching reading skills
The intensive study of several 
complete pieces of literature
REVISED
Allowance for independent reading 
time in the regular class day
The use of literature as a model 
for student writing
Approaches: formalistic, psycho­
logical, mythological and archetypal, 
exponential, sociological, 
linguistic, appreciative, and 
Aristotelian
339




Emphasis on mastering separate 
skills in isolation by itemizing 
composition skills arranged in a 
learning sequence based on complex­
ity as determined by the number and 
order of lexical or syntactic units 
involved (spell, capitalize, orga­
nize words into simple, compound, 
and complex-compound sentences, 
produce paragraphs, to produce 
longer compositions
Emphasis on grammar
Emphasis on developing topic 
sentences
Defining a sentence as a group of 




Prewriting emphasis: outline of 
topic
Emphasis on the final product
Practice in writing on diverse 
topics
Exercises written during regular 
class time or as home assignments
Referring students to their text 
or language handbook for assistance
REVISED
Emphasis on communication: the
choice of words and selection of 
mode of expression considered from 
the standpoint of purpose, audience, 
and effect (the role of the sender, 
the receiver, and the medium); how 
the sender's experiences affect the 
form and content of the message he 
sends and how the receiver's ex­
periences affect the way he decodes 
and interprets the message
Emphasis on semantics and usage
Eknphasis on identifying assumptions 
and testing their validity; emphasis 
on the processes of induction and 
deduction and the difference between 
fact and opinion
Defining a sentence as a group of 
words which represent progressive 
generation of an idea toward comple- 
tion--to be modified by limitation 
or expansion in subsequent sentences
REVISED
Prewriting emphasis: emphasis on
process--development of strategy for 
presenting ideas, definition of 
audience, selection of tone and 
voice, and choice of argument
Emphasis on the command of process
Practice in writing about the same 
topic but assuming different 
speaking voices
Provision for writing workshops and 
laboratories
Directing students to appropriate 
programmed programs for develop­
mental and remedial exercises
340




The study of a Latin-based grammar
A prescribed system of communi­
cation
A static system of rules by which 
the student must abide at all 
times
The study of grammar and 
mechanics




Exercises using sentences bearing 
little or no resemblance to those 
the students use
Stopping grammatical analysis 
once the pattern in question has 
been identified
Diagraming sentences by tearing 
sentences apart to identify the 
various parts
REVISED
The study of structural, transforma­
tional, and transformations1- 
generative grammars
A general study of language as a 
system of communication which has 
as one characteristic a pattern of 
regular syntactic relationships 
which the native speaker auto­
matically follows
The study of language as personal, 
inductive, and descriptive, which 
emphasizes language as a tool which 
man can manipulate and change to 
suit his needs at a particular 
time in a particular context
The addition of phases of language 
study: history of language,
rhetoric, and linguistics
Usage and the doctrine of 
appropriateness
REVISED
Exercises studying grammar in the 
context of the student's own 
language with emphasis on discover­
ing what recurrent patterns he 
habitually uses and what alterna­
tive patterns are available to use
Requiring students to go beyond 
identification to create new 
sentences
Diagraming sentences to add to or 
build sentences
(Guerin, and others, 1966; Evans and Walker, 1966; Squire and Applebee, 
1968; Farrell, 1971; Simmons and Shafer, 1976)
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Qualifications of Secondary School Teachers of English
1. Knowledge of Language
Minima1 Good Superior
An understanding of A detailed under­
how language func- standing of how
tions language functions, 
including knowledge 
of the principles 
of semantics
A reasonably detailed A detailed knowl­
knowledge of one sys­ edge of at least
tem of English gram­ two systems of
mar and a working English grammar Sufficient
familiarity with knowledge to
another system illustrate 
richly and
A knowledge of the A thorough knowl­ specifically
present standards of edge of levels of the areas
educated usage; usage; some knowl­ listed under
knowledge of the edge of dialectol­ "good"
various levels of ogy; a realization
usage and how those of the cultural
levels are deter­ implications of
mined both
A knowledge of the 
history of the 
English language 
with appropriate 




2. Knowledge and Skill in Written Composition
Ability to recognize A we 11-developed In addition
such characteristics ability to recog­ to "good"
of good writing as nize such char­ competencies,
substantial and acteristics of good a detailed
relevant content; writing as substan­ knowledge of
organization; clar­ tial and relevant theories and
ity; appropriate­ content organiza­ history of
ness of tone; and tion; clarity; rhetoric and
accuracy of mechanics appropriateness of of the devel­
and usage tone; and accuracy opment of





A basic under­ Perception of the Perception of
standing of the complexities in the the subtleties,




Ability to Ability to analyze Ability to give
analyze and to in detail the highly percep­
communicate to strengths and weak­ tive analysis
students the nesses in the of the strengths
specific writing of students and weaknesses
strengths and and to communicate in the writing
weaknesses in the analysis of students, to






Ability to Proficiency in Proficiency in
produce writing producing writing producing
with at least a with at least writing of
modicum of the considerable genuine power;
characteristics strength in the ability and
noted above characteristics willingness to
noted above write for
publication
3. Knowledge and Skill in Literature
Acquaintance with Familiarity with In addition to
the most important the important the "good" com-
works of major works of major pentencies; In­
English and Ameri­ English and American tensive and ex­
can authors authors; knowledge tensive knowl­
of the characteris­ edge of one or
tics of various more major
genres and of major authors and of
works in English and at least one
American literature genre, and one














ture from their 
beginnings to 
the present
As part of the 
awareness of the 
patterns of 
development, a 
knowledge of such 
backgrounds of 
English and Ameri­




Ability to read 
closely an 
unfamiliar liters 
ary text of 
average diffi­
culty with com­




Ability to read 
closely an 
unfamiliar literary 
text of above- 
average difficulty 
with good compre­
hension and literary 
characteristics











4. Knowledge and Skill in Oral Communication
Minima1 Good Superior
An understanding of 
basic principles of 
preparing and pre­
senting an oral 
report
An understanding of 
the principles of 
group discussion, 




and choral reading; 
an understanding of 
the relationships 
between speaking and 




An awareness of A knowledge of cur­
the role of rent information
listening in relative to lis­ In addition to
c ommuni cation tening techniques the "good" com­
petencies:
An ability to An ability to speak touches of
speak with clearly and effec­ expertise and
clarity and in tively and in con­ showmanship that
conformity with formity with a professional
present standards present standards speaker, oral
of educated usage of educated usage interpreter, or 
actor possesses
An ability to read An ability to read
aloud well enough aloud well enough
for ready compre­ to convey most







5. Knowledge and Skill in the Teaching of English
Some understanding Knowledge of educa­ Competence in
of basic principles tional psychology, the knowledge
of educational especially of the and application
psychology learning process of educational
and adolescent psychology;
psychology detailed knowl­





Introductory Knowledge of the
knowledge of philosophy, organi­
American zation, and educa­
secondary tional programs of
education American secondary 
education now and 
in historical 
perspective
A basic under­ A good understand­ A thorough
standing of the ing of the content, understanding
content, instruc­ instructional mate­ of the content,
tional materials, rials, and organi­ instructional





A basic knowledge 
of ways to teach 
English, with an 
awareness of the 
importance of 
developing assign­
ments that guide 
students in their 
study of language, 
written and oral 
communication, and 
literature











and of the role of 
English in the 
total school 
program
A wide knowledge 
of effective ways to 
teach English, to 
select and adapt 
methods and materials 
for the varying 
interests and matu­
rity levels of stu­
dents, and to develop 
a sequence of assign­
ments to guide and 
stimulate students 










of basic principles 







grams, and of 
the role of 











tive ways to 
teach English, 
to select and 
adapt methods 
and materials 










dents in their 
study of language, 










standing of basic 
principles of evalua­
tion and test con­
struction in English
Source: Illinois State-wide Curriculum Study Center in the Preparation 
of Secondary School English Teachers.
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